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This study aims to investigate problems of curriculum planning and 
development in geography, with special reference to the curriculum of Portuguese 
secondary schools. It identifies the theoretical and practical influences which affect 
curriculum planning and development and gives some suggestions and a rationale 
that can be employed to overcome these problems. 
The theoretical bases of curriculum planning and development in general 
and of curriculum planning and development in geography are examined first. 
Following this theoretical backg round, the evolution of geographical education 
over the past 150 years is indicated in order to contribute to an awareness of 
curriculum change in the past. 
In order to obtain evidence of the present main problems concerning 
geographical education and to collect opinions on how to improve it, questionnaires 
were sent to geography teachers in secondary schools. 
Questionnaires were also sent to 9th year and 12th year students respectively, 
(approximately 15 and 18 year old) to ascertain their views about geography and 
its teaching. 
To discover how the process of curriculum planning takes place at school 
level, interviews were undertaken with the heads of geography departments of 
eight secondary schools which differ in several aspects, e.g. in location, in type, in 
size, in number of geography teachers and their qualifications and in the availability 
of teaching resources, among others. 
In orderto find out how the process of curriculum planning has evolved since 
the revolution of April 25th 1974 interviews were conducted with curriculum 
planners. 
Lastly, strategies and conditions needed for curriculum development in 
geography are put forward. 
The essential conclusions of this investigation are that in orderto improvethe 
delivery of the geography curriculum in Portugal it will be necessary: first, to develop 
the links between the central, regional and school authorities; secondly, to raise the 
level of qualifications of teachers of geography; and thirdly, to increase the 
resources available to schools' geography departments. Consequently the quality 
of delivery of the curriculum will depend on teachers having expertise in school-
based curriculum development. 
The possible ways of extending this study are also discussed in the final 
chapter. 
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1.1 Preamble 
The rapidity with which curriculum change at secondary education level has 
occurred in Portugal in the two last decades and specially in the last fifteen years 
contrasts with the curriculum stability of the previous forty-five years. 
Much curriculum change since the revolution of April 25th 1974, was 
unplanned, and the curriculum was altered particularly as a result of political 
influences. 
In 1986 the 'Comprehensive Law on the Education System' 1  was approved 
which gave the possibility of launching a global reform of the education system 2. 
The global reform proposal produced by the Committee of the Reform of the 
Education System was published in July 1988 3 and on the 29th August 1989 the 
general principles of basic and secondary education curricula were published by 
the Government 4. 
During the 'New State' ('Estado Novo') regime that is, during the regime 
under which Portugal was ruled from 1926 to 1974, the importance given to 
geography in the secondary school curriculum varied, but the content of geography 
syllabuses was never altered in depth. 
On the contrary, after the revolution of April 1974, not only was the 
importance given to geography in the curriculum changed, but also geography 
syllabuses were much modified. Nevertheless these alterations were introduced, 
year by year, and were not based on a general curriculum plan. As a result, many 
geography teachers expressed the idea that it was necessary to change the 
geography curriculum. 
1.2 The Problem 
The main purposes of this research is to analyse the existing geography 
curriculum at secondary education level in Portugal and investigate the problems 
of planning and developing the geography curriculum, underthe hypothesis that the 
3 
4 
inadequacy of the present curriculum structure arose from the fact that, after the 
revolution of April 1974, curriculum change was not undertaken in accordance with 
a general curriculum plan and had not been followed by the necessary alterations 
in processes, nor of educational structures. 
At the time the study began, it was the researcher's contention that 
curriculum change had been influenced by the following aspects: 
a) 	 The total secondary education curriculum structure 
Changes in the geography curriculum depended on the total secondary 
education curriculum structure and on the place of geography in this 
curriculum. Changes introduced in the total secondary education curriculum 
structure and in the geography curriculum could be explained by organizational 
and administrative decisions (due to cultural, political, social and economic 
influences); by educational theories (especially concerning child development 
and psychology); and by ideological changes (Kelly, 1980). 
Historical  
Some of the changes introduced in the geography curriculum have been 
influenced by the traditions of curriculum organization in geography. 
c) Curriculum planners' attitudes and values  
Curriculum planners' attitudes and values have been strongly influential in 
the curriculum organization process. 
d) Teachers' attitudes and opinions 
Geography teachers' attitudes and opinions about the geography curriculum 
have been influential since teachers had to put the curriculum into operation. 
e) Students' attitudes 
Students' attitudes towards learning geography have also been influential. 
f) Academic and training courses and university teachers  
Academic and training courses exerted an influence on curriculum planners 
and on geography teachers as well as university teachers who had a role in 
curriculum planning. 
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g) 	 Examinations and entry requirements in higher education  
Examinations and entry requirements exerted an important influence 
particularly in the curriculum of the three terminal years of secondary 
education. 
The researcher believed that an awareness of the different influential 
aspects on curriculum planning and development could provide the parameters 
within which curriculum planning could be undertaken. 
Besides influences on curriculum planning, the researcher set out to 
investigate constraints on curriculum development: 
a) It was the researcher's contention that the institutional context may offer 
several constraints for curriculum development which result from an 
inadequacy of the educational structures at different levels: central, regional 
and local. For instance, the insufficiency of support given by the central 
administration to schools and to teachers (for example, financial, organization 
of in-service training, and so on); a deficient development of regional 
structures and an insufficient number of equipped rooms, teaching resources, 
trained staff and poor school organization could be serious constraints for 
curriculum development. 
b) The researcher also believed that the attitudes of heads of departments of 
geography, geography teachers and students could also be constraints for 
curriculum development due to resistance or inadaptability to innovation, 
specially explained by the fact that innovation was not followed by the 
needed alterations of educational structures. The researcher considers that 
geography teachers' and students' attitudes towards curriculum innovation 
are fundamental to the process of curriculum development. 
Though it was also the researcher's contention that parents, textbooks 
writers and publishers could also be influential on curriculum development, this 
aspect was not developed in this work. 
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1.3 Methods of investigation  
Questionnaires  
In order to investigate the problems of present curriculum structures, the 
advantages and disadvantages of the existing syllabuses, to acquire knowledge of 
the way geography is taught and under what circumstances, a survey of secondary 
education teachers by mail questionnaire was conducted. 
The questionnaire asked about the schools, the teachers, the way teachers 
taught geography, as well as teachers' opinions about the curriculum structure and 
the syllabuses. It also asked teachers to express their opinions on how geography 
could contribute to the attainment of aims of education and schooling, ways of 
improving the geography curriculum and the main constraints for curriculum 
development. The questionnaire was sent to all Portuguese state secondary 
schools (excluding the Acores and Madeira). 
Questionnaires should provide information about geography teaching realities 
including constraints for improving geography teaching, such as: finance, 
insufficiency of trained staff, insufficient number of specially equipped geography 
rooms, teaching resources, difficulties in undertaking fieldwork, problems arising 
from the present curriculum structure, existing syllabuses and timetable; poor 
central, regional and school organization; insufficiency of opportunities forteachers 
to attain in-service courses. All these aspects as well as teachers' opinions on ways 
of improving the geography curriculum, the syllabuses and the learning of geography, 
have very important implications for curriculum planning and development. 
It seemed appropriate also to ascertain the views of students about 
geography and geography teaching. A sample survey of 9th year and 12th year 
students by questionnaire, administered in classes, by their own teachers, was also 
conducted. 
The 9th years pupils' questionnaire asked about the relative popularity of 
geography among their other curriculum subjects, the reasons why pupils were 
interested or not in learning geography and different aspects of geography and 
asked pupils to make comments and suggestions about the existing geography 
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syllabuses and about geography teaching. 
The 12th year students' questionnaires covered a range of issues from the 
reasons why they chose the subject, their perceptions of both the pedagogy and 
content of the 12th year course, the relevance of the geography they learned and 
also asked students to make comments and suggestions about the existing 
geography syllabuses and about geography teaching. Both questionnaires also 
asked for students give a definition of geography. 
Students' attitudes and opinions should provide some insight into factors 
which motivate and captivate their interest and make a geography course a 
worthwhile learning experience. Obviously students' opinions and attitudes towards 
geography courses have also important implications for curriculum planning and 
development. 
Interviews 
In order to look into curriculum planning and development realities at the 
general and instructional levels it seemed appropriate to undertake interviews with 
curriculum planners and with heads of departments of geography (HOD). It was felt 
that interviews with HOD of various schools should draw out evidence of the 
process of planning at school level (sources of influence and constraints) and 
consequently bring out some evidence of the major problems that schools have to 
cope with in developing the geography curriculum. HOD' opinions about how to 
improve the geography curriculum were also sought. 
Interviews with curriculum planners should draw out some of the most 
important sources of influence and constraints in planning the curriculum to find out 
whether curriculum planners had developed a theory about curriculum planning 
and curriculum development and consequently evidence of the process of curriculum 
planning at general level and curriculum development in geography, in the last 
fifteen years. 
Historical research  
In order to be aware of the process of curriculum change in geography it 
seemed appropriate to undertake an analysis of the historical evolution of 
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geographical education in Portugal which should bring some understanding of the 
dynamics of change, of the relationship between geographical education and the 
cultural, social, economic and political situation it operated, and an increased 
understanding of contemporary problems for improving geographical education. 
To study the evolution of geographical education, primary and secondary 
sources were used. The primary ones were mainly legislation and other official 
documents. 
An extensive review of the literature concerning the problem of the thesis 
was undertaken. For reasons of availability, this is largely based on Portuguese and 
UK sources, but some of the issues raised through the literature transcend national 
boundaries. 
Unfortunately, research in geographical education is just starting in Portugal 
now. Some articles have been published on the existing syllabuses, on the new 
syllabuses on trial now, which are essentially the result of authors' reflections on 
them and of their own experience in teaching them. To the researcher's knowledge, 
nothing has been published by Portuguese authors, on curriculum planning and 
curriculum development in geography, until now. The insufficiency of research in 
geographical education is also a very important constraint for curriculum 
development. 
This thesis is being submitted to a UK institution and, as such, some 
comparisons between Portugal and Britain are presented through this work. 
1.4 The importance of a study of the Portuguese geography 
curriculum  
a) A first reason which makes this study important has already been stated: 
many geography teachers expressed the idea that it was necessary to 
modify the geography curriculum. This idea was expressed informally during 
meetings or on papers orcommunications (Silva, 1982; Galego, 1984; Melo, 
1984; Navarro, 1986; Gomes, 1988). 
b) Criticisms of the existing syllabuses varied; in order to provide sound bases 
for curriculum planning and curriculum development it is necessary to know 
what the main problems are of the geography curriculum structure; the 
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advantages and disadvantages of the existing geography syllabuses; how 
geography contributes to the attainment of the aims of schooling and 
education; the way geography is taught -and under what constraints; 
teachers' and students' attitudes towards the geography curriculum; teachers' 
and students' opinions on how to improve it; sources of influence and 
constraints on heads of departments of geography and curriculum planners 
work. 
To provide a contribution to curriculum planning and development in 
geography in Portugal was one of the aims of this work. 
c) 	 A third reason for the importance of a study of the problems of curriculum 
planning and development in geography is the fact that only through a 
rational development of the curriculum process in geography, can the 
subject aspire to secure a place in the curriculum and contribute to the 
attainment of the goals and aims of education stated in the 'Comprehensive 
Law on the Education System'. 
1.5 The structure of the thesis 
On the grounds that this work is being submitted to a university in the UK, 
it was felt appropriate to devote Chaptertwo to a short description of the Portuguese 
education context. 
Chapter three presents the theoretical bases for curriculum development in 
general - curriculum planning models; curriculum implementation; curriculum 
evaluation; influences and constraints on curriculum planning and curriculum 
implementation; arguments for a planned curriculum centralized, decentralized). 
Chapter four presents the theoretical bases for curriculum development in 
geography - historical perspectives; curriculum planning models in geography; 
curriculum planning in geography at the general and instructional levels. As 
examples of curriculum development in geography some aspects of two American 
Development Projects - the Earth Science Curriculum Project (ESCP) and the High 
School Geography Project (HSGP) and of three British Development Projects: the 
Geography for the Young School Leaver Project (GYSL); the Geography 14-18 
Project; and the Geography 16-19 Project are presented. 
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Chapterfive presents a historical perspective of the evolution of geographical 
education in Portugal, in order to contribute to an awareness of the process of 
curriculum change in Portugal and its consequences for curriculum planning and 
development now. 
Chapters six. seven and eight analyse the situation of geographical education 
now and provide enlightenment for the understanding of the existing problems of 
curriculum planning and development in Portugal. 
Chapter nine presents the conclusions of this thesis with some suggestions 
for the process of curriculum development in geography in Portugal, as well as for 
future research. 
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2.1 Some geographical features  
The Portuguese territory includes a continental part (which corresponds to 
96.7% of the total land area), and the Acores and Madeira Islands. The total area 
is of 91,985 km2. The continental part covers a little more than 15% of the total land 
area of the Iberian Peninsula (Medeiros, 1987). 
Map 2.1  shows evidence of the contrast between the altitude of the northern 
and southern regions of Continental Portugal. To the North of the river Tagus (rio 
Tejo) is located 95.0% of the land area which is over 400 m high. To the South of 
the same river is located 61.5% of the land area which is below 200 m high (the 
average altitude of the Portuguese part of the Iberian Peninsula is 240 m; of the 
Spanish part 660 m (Medeiros, 1987). 
Map 2.2 shows the distribution of precipitation, the northern part of the 
country receives the largest amounts of precipitation, but in certain areas there are 
also important differences between the coastal and interior areas (namely between 
the Northwest and Northeast of Continental Portugal). The influence of the relief is 
also evident (Medeiros, 1987). 
Map 2.3 shows the distribution of climatic regions of Continental Portugal 
(Daveau, 1985). 
Map 2.4 shows the distribution of population densities in 1981. There are 
very important differences both between northern and southern parts and western 
and eastern parts of Continental Portugal. In 1981 the average density of Portugal 
(the Acores and Madeira included) was 106.7 hab/Km2. 
Table 2.1 shows evidence of differences in population densities between 
regions (Gaspar, 1987). 
Map 2.5 and Table 2.2 shows the average annual growth of the population 
in Portugal between 1970 and 1980. The positive growth of population in the 
western regions, Algarve and Madeira, contrasts with the negative growth of the 
eastern regions, Alentejo and the Acores (Nazareth, 1988). 
Map 2.6 shows the distribution of the workforce by activity sectors, in 1981. 
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Map 2.1  
Hypsometric map of Continental Portugal. 
(Medeiros, 1987, 41) 
Map 2.3  
Continental Portugal - Climatic regions 
(provisional sketch), by Suzanne Daveau, 1985. 
(Medeiros, 1987, 99) 
Map 2.2  
Continental Portugal - Distribution of annual 
precipitation, by Suzanne Daveau, 1977, in 
accordance with an adaptation from 
Bodo Freund, 1977. 
(Medeiros, 1987, 94) 
Map 2.4 
Continental Portugal - Population density 
by toncelhos', 1981. 
(Gaspar, 1987, 21) 
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Table 2.1  
Area and population density by regions  
(1960. 1981)  
Portugal  
Regions Area (sq. km) 
Densities 
(persons per sq. km) 
1960 1981 
Norte Litoral 6 339.66 198.0 227.8 
Norte e Centro Interior 28 003.19 58.6 46.9 
Centro Litoral 17 667.44 110.3 115.7 
Alentejo 27 059.86 28.5 21.6 
Algarve 5 071.60 62.1 63.8 
Area Metropolitana 
do Porto 803.21 1 040.7 1 391.8 
Area Metropolitana 
de Lisboa 3 548.50 429.9 706.6 
Regiao AutOnoma 
da Madeira 754.04 356.7 335.3 
Regiao AutOnoma 
dos Acores 2 892.28 113.2 84.2 
Portugal 92 139.78 96.5 106.7 
(Gaspar, 1987, 22) 
A contrast between the western regions of Continental Portugal (with the exception 
of the district of Viana do Castelo), Algarve and Madeira and the eastern regions 
and Alentejo is also evident. In these latter regions there are large percentages of 
workforce belonging to the primary sector, specially in the districts of Vila Real, 
Braganca and Viseu, respectively with 54.0%, 52.2% and 50.5% of the workforce 
belong to this sector. In the western areas (the district of Viana do Castelo excluded) 
the biggest percentages of workforce belong to the secondary or tertiary sectors. 
In the districts of Braga, Aveiro and Porto more than 50.0% of the workforce belong 
to the secondary sector, respectively 56.4%, 53.5% and 51.3%; in the district of 
Lisboa 63.3% belong to the tertiary sector 1  (Fonseca and Abreu, 1984). 
Map 2.7 shows the distribution of urban settlements in 1981. The major 
contrast is between coastal and inland regions, but there is also a contrast between 
the North and South of Continental Portugal (Medeiros, 1987). 
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Map 2.5 	 Map 2.6 
Portugal - Average annual growth of the 	 Portugal - Distribution of workforce by activity 
population, 1970-1980. 	 sectors, 1981. 
(Nazareth, 1988, 63) 	 (Fonseca and Abreu, 1984, 133) 
Map 2.7 
Continental Portugal - Distribution of urban 
settlements, 1981. 
(Medeiros, 1987, 236) 
Map 2.8, 
Portugal - Administrative division (districts). 
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Table 2.2  
Population growth in Portugal and in Portuguese regions 
(1930-1980)  
Regions 
Average annual total growth (%) 
1930/40 1940/50 1950/60 1960/70 1970/80 
Algarve (A) +0.78 +0.27 -0.42 -1.56 +1.92 
Alentejo (B) +1.45 +0.53 -0.40 -2.48 -0.30 
Area Metropolitana 
de Lisboa (C) +1.56 +1.49 +1.24 +1.35 +2.62 
Centro Litoral (D) +1.15 +0.88 +0.30 -0.32 +1.16 
Norte e Centro 
Interior (E) +1.21 +0.63 -0.19 -2.19 -0.14 
Area Metropolitana 
do Porto (F) +1.56 +1.14 +1.25 +1.00 +1.73 
Norte Litoral (G) +1.40 +0.91 +0.42 -0.36 +0.74 
Madeira (H) +1.62 +0.79 -0.03 -0.61 +0.28 
Acores (I) +1.03 +0.89 -0.08 -1.40 -1.40 
Portugal +1.24 +0.89 +0.48 -0.21 +1.29 
(Nazareth, 1988, 61) 
Finally, Map 2.8 shows the administrative division (districts) of Continental 
Portugal. 
2.2 Some educational aspects 
Specially significant for the education system is the youthfulness of the 
Portuguese population, which nevertheless shows a general tendency to reduce 
the relative percentage of population under the age of 19 (1960 - 37.6%; 1970 -
36.9%; 1980 - 34.3%) 2 (Nazareth, 1988, table 65). Again in 1980, Portugal had 
25.5% of its population under the age of 14 (total 2,508,673) which in the year 2000 
will be reduced to between 18.8% and 19.1% (about 400,000 fewer young people 
under 14 in the year 2000) (Nazareth, 1988, p. 171). 
Compulsory schooling was still only fouryearsti111964 when it was extended 
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to six years (four years of primary education and two of preparatory education). It 
covers nine years for pupils who enrolled in the first year of basic education in or 
after the 1987/88 school year and compulsory attendance of basic education ends 
at 15 years of age (articles 6 and 63 of the Comprehensive Law on the Education 
System). 
Nevertheless, in 1989/90 the attendance rate was not 100%, even for pupils 
under 14 which is the age of compulsory attendance for pupils who enrolled in the 
first year of basic education 
before 1987/88. Table 2.3 
Attendance rate by age (%1 
Continental Portugal  
Ages 
Schoo years 
1985/86 1989/90 
6 100 100 
7 100 100 
8 100 100 
9 100 100 
10 100 100 
11 100 100 
12 92 92 
13 82 83 
14 66 75 
15 45 72 
16 40 69 
17 37 60 
18 30 37 
19 22 23 
Source: GEP (Planning and Research Bureau) -
(GEP, 1990 a, 23) 
Another problem is the 
percentage of pupils who failed 
a class and have to remain in 
the same class for a further 
year. 
Table 2.3 shows that the 
attendance rate has been 
increasing and Table 2.4 that 
the percentages of pupils who 
failed classes has been 
reducing, but these are still two 
important problemsto solve and 
demand a lot of material and 
human resources. Obviously 
the extension of compulsory 
schooling from six to nine 
grades also creates the need 
for extra resources. 
Anotherserious problem 
consists of the excessive use 
of the teaching accommodation 
of some basic and secondary 
education schools as well as the 
scarcity of teaching resources. 
Secondary education teachers have different academic and training 
qualifications: 
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Teachers 'profissionalizados' - teachers with an academic degree and 
teacher training. 
Teachers 'provisOrios com habilitagao propria' - teachers with an 
academic degree but without teacher training. 
Teachers 'provisorios sem habilitagao pr6pria' - teachers without an 
academic degree and teacher training. 
Table 2.4  
Evolution of percentages of pupils who failed classes 
Continental Portugal  
Classes 1st to 9th  
School years 
Classes 
1983/84 1986/87 1988/89 
1st cycle 
1st phase 39.8 33.0 30.5 
2nd phase 28.2 24.0 19.4 
5th 20.4 20.7 14.6 
6th 20.4 16.8 14.7 
7th 34.3 28.3 23.2 
8th 32.9 32.0 21.7 
9th 27.5 22.7 
Source: GEP (Planning and Research Bureau) - (GEP, 1990 a, 29) 
Only about 50% of the teachers of 7th to 12th years of schooling from 
Continental Portugal are 'profissionalizados'. 
Figure 2.1 shows evidence of the differences in teachers' qualifications 
according to districts. In the districts of Aveiro, Braga, Coimbra, Faro, Lisboa and 
Porto about 50% or more than 50% of the teachers are 'profissionalizados'. In 
contrast other districts have less than 50% of teachers 'profissionalizados' and 
specially Beja, Braganca, Evora, Portalegre. 
Figure 2.2 permits a comparison between the geography group (11th A) and 
other groups. The percentage of geography teachers 'profissionalizados' was 
40.8%; 'provisOrioscom habilitagao prOpria' 42.7%; and 'provisorios sem habilitagao 
propria' 16.5%. A comparison of the qualifications of geography teachers with other 
groups included in the core curriculum of the 7th, 8th and 9th years: (1 - 
20 
100% 
75% 
50% 
25% 
0% 
  
A B B B C C E F G L L P P S S V V VC 
3 e r r 	 o v a u e I o o a e 	 1 o 
e J 	 a 	 a 	 1 	 o 	 r 	 a 	 1 	 s 	 r 	 r 	 n 	 1 	 s 	 n 
1 a g g B m r o r r b I I I U C R e 1 
r 	 a a r b a 	 d 1 o a o a b a e u 1 
o n 	 r 	 a a a 1 
	
r a s a 	 n 
a 	 1 	 I 	 1 
11/Prollsslonallzados MProvls. Hab. proprla 
	
1..:1Provls. sem lab prop 
Figure 2.1  
Continental Portugal - Distribution of teachers of basic (3rd cycle) and secondary education 
(7th to 12th years of schooling) by professional qualifications and districts, 1988-89. 
(GEP, 1990 b, 51) 
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Continental Portugal - Distribution of teachers of basic (3rd cycle) and secondary education 
(7th to 12th years of schooling) by professional qualifications and teaching groups, 1988-89. 
(GEP, 1990 b, 55) 
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Mathematics; 4A and 4B - Physics and Chemistry; 5 - Arts; 8A - Portuguese; 8B -
French/Portuguese; 9 - English/German; 10A - History; 11A - Geography; 11B -
Biology and Geology; Physical Education), shows evidence that the percentage of 
geography teachers 'profissionalizados' was inferior to the percentages of 
'profissionalizados' of all other 'groups' except the Arts group (5th 'group'). 
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Figure 2.3  
Continental Portugal - Distribution of geography teachers (11th A group) by professional 
qualifications and districts, 1988-89. 
(GEP, 1990 b, 74) 
Finally, Figure 2.3 shows that the percentage of geography teachers 
'profissionalizados' varies from district to district. The districts of Beja, Braganga,Castelo 
Branco, Evora, Portalegre, Setubal, Viana do Castelo and Vila Real had particularly 
low percentages of teachers with an academic degree in geography or in geography 
and regional planning and teacher training ('profissionalizados'). This problem will 
be approached in detail in other chapters. 
Since 1980/81 different schemes were implemented to enable untrained 
teachers to become pedagogically trained while remaining in their posts. To 
prevent the accumulation in schools of yet more untrained teachers, the universities 
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were encouraged, in patterns which vary from place to place and from subject to 
subject, to incorporate, or add on, the elements necessary for pedagogic training 
in a subject specialization. This happened in relation to geography and for the 
future, the majority of geography teachers will be fully 'professionalized' when they 
will start teaching. 
Curriculum development 
In the Report produced by an OECD team who visited Portugal in 1982 and 
reviewed the Portuguese education system as a whole, the method used to change 
the curriculum is explained. This, the team considered to be 'wholly inadequate'. 'A 
Working Party is established, made up chiefly of practising teachers together with 
a few administrators, inspectors and university specialists, expert in the discipline. 
These Working Parties have been a part-time addition to the normal work of their 
members. Sometimes the group has met intensively for a few weeks; more often, 
meetings are held during a whole or a part of the day, say, once a week, over a 
period of some months (a practice, incidentally, singularly disruptive of the 
teachers' prime commitment to their schools). Rapid changes in government since 
'April 25' have been reflected in a bewildering succession of these Working Parties, 
each chiefly representative of the currently dominant political outlook. This sort of 
Working Party practice has something to recommend it as a reward to selected 
teachers, but as a means of serious curriculum development, it wholly lacks 
credibility'. (Examiners' Report-OECD 'Reviews of National Policies for Education: 
Portugal', 1984, p. 53). 
In this thesis these aspects will be mentioned in relation to curriculum 
development in geography. 
A new reform of the education system is being implemented. Working 
Parties members worked full-time, but problems already mentioned by the OECD 
team remained namely that of co-ordination between all the subjects studied at a 
particular stage. Insufficiency of human and material resources have also been 
serious obstacles for the implementation of the new reform. 
In order to permit a full understanding of some chapters of this work, figures 
with the structure of the Portuguese Education System are included in Appendix A: 
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Figure A.1  - in 1960; 
Figures A.2.1 and A.2.2 - the project of Minister of Education Veiga 
Simao (1971); 
Figure A.3 - in 1979; 
Figure A.4 - in 1987/88; 
Figure A.5 - according to the 'Comprehensive Law on the Education 
System' - Law 46/86. 
Table 2.5 (next page) shows the main structure of Portuguese Schooling 
before the 'Comprehensive Law on the Education System' and according to the 
same law, in order to permit a quick reference to facts mentioned during this work. 
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Table 2.5  
Structure of Portuguese Schooling  
The main structure of schooling before the 'Comprehensive Law 
on the Education System' (Law 46/86) 
. 
i) Pre-school education age 3 - 6 
ii) Primary education 
(compulsory) 
four years from age 6, i. e. 
approximately age 6 - 10 
iii) Preparatory education 
(compulsory) 
two years, i. e. 
approximately age 10 - 12 
iv) Secondary education 
(unified general course) 
three years, i. e. 
approximately age 12 - 15 
v) Secondary education 
(complementary course and 
12th year) 
three years, i. e. 
approximately age 15 - 18 
The main structure of schooling according to the 'Comprehensive Law 
on the Education System' (Law 46/86) 
i) Pre-school age 3 - 6 
Basic 
education 
(compulsory) 
ii) First cycle four years from age 6, i. e. 
approximately age 6 - 10 
iii) Second cycle two years, i. e.  
approximately age 10 - 12 
iv) Third cycle three years, i. e. 
approximately age 12 - 15 
v) Secondary education three years, i. e. 
approximately age 15 - 18 
tNL, PTER  
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3.1 The curriculum  
Many authors state that there is a problem about the meaning of curriculum. 
Lawton (1983, p. 1) points out that 'a narrow definition of curriculum would 
limit it to content that is, subjects on the timetable and what is taught under of those 
subject headings. At the other extreme, curriculum is used in a very wide sense to 
include not only what is taught, but how it is taught and why. This would include 
curriculum evaluation, control and classroom interaction'. 
Kelly (1982, p. 7) argues that it is convenient to distinguish the use of the 
word curriculum `to denote the content of a particular subject or area of study from 
the use of it to refer to the total programme of an educational institution'. The same 
author (idem, p. 8) draws attention to the fact that some educationalists speak of 
the "hidden curriculum" 'by which they mean those things which pupils learn at 
school because of the way in which the work of the school is planned and organized 
but which are not in themselves overtly included in the planning or even in the 
consciousness of those responsible for the school arrangements'. He also points 
out (idem, p. 9) that sometimes a distinction is made between the official curriculum 
and the actual curriculum: by the first is meant 'what is laid down in syllabuses, 
prospectuses and so on', and by the second 'what is covered in the practice of the 
school'. Another distinction that is often drawn (idem, p. 9) is that between the 
"formal curriculum", the formal activities for which the timetable of the school 
allocates specific periods of teaching time and the "informal curriculum" including 
those activities that go on in the school, usually on a voluntary basis, after school 
hours (often called "extracurricular" activities). 
For Stenhouse (1975, p. 4) 'A curriculum is an attempt to communicate the 
essential principles and features of an educational proposal in such a form that it 
is open to critical scrutiny and capable of effective translation into practice'. 
According to this author (idem, p. 5) it involves both content and method, and in its 
widest application takes into account the problem of implementation in the 
institutions of the educational system. 
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In this thesis the word curriculum will be employed in the sense of the 
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planned educational experiences inside the school system and it includes the 
definition of objectives, content and processes. 
Curriculum development seen as a development process includes four main 
interdependent moments: the justification and orientation of the curriculum, 
curriculum planning, curriculum implementation and curriculum evaluation (Ribeiro, 
1990). 
The basis of the curriculum has three main sources: society, the individual 
and knowledge. As Lawton (1978, p. 2) points out, 'in curriculum there are at least 
three populartheories or sets of assumptions held by teachers, sometimes referred 
to as the child-centred view of education, the subject-centred or knowledge-centred 
view, and the society-centred view, i. e education justified in terms of the supposed 
views of society... However, none of these three "theories" can on its own be a 
complete justification for a curriculum' and in order to plan a programme of 
compulsory activities we will have to take into consideration the three kinds of view 
indicated above. 
3.2 Curriculum planning  
As Kelly (1982) points out, most curriculum change that occurred in the past 
was unplanned but now, although a good deal of curriculum change is still 
unplanned, there is an increasing incidence of planning and preparation in 
curriculum development. 
Different authors produced curriculum models that are recommendations 
for designing the curriculum. 
Tyler, in the so-called 'Tyler rationale' intended to show that there were four 
fundamental elements of a curriculum design: decisions about the educational 
purposes the school seeks to attain; experiences provided to attain these purposes; 
organization of these experiences; and assessment and evaluation to determine 
whetherthe purposes had been attained (Herrick and Tyler, 1950; Tyler, 1949). For 
Tyler, the purposes, the goals must be clearly formulated. Statements of goals need 
to indicate both the kind of behaviour to be developed in the pupil and the area of 
content in which the behaviour is to be applied. In the light of such goals the learning 
experiences are selected and afterthat these experiences are organized and finally 
evaluated in order to examine the extent to which the goals are attained in practice, 
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indicating in what respects the curriculum is effective or not. 
Since the formulation of this 'rationale', many educationists such as Popham, 
Mager and Gronlund work on the first stage in order to provide clear goals to 
facilitate the learning and evaluation stages. This has led to an emphasis on 
behavioural objectives which specify observable pupil behaviours as a result of a 
course of instruction. 
To help in the identification, description, classification and measurement of 
educational objectives taxonomies were produced in three broad areas or `domains': 
the cognitive, the affective and the psychomotor. Among them the taxonomies in 
the cognitive domain of Bloom et al. (1956) and in the affective domain of Krathwohl 
et al. (1964), had an enormous influence on curriculum planning in many countries 
including Britain and Portugal. 
Other educationists elaborated the Tyler model, such as Taba (1962) who 
worked mainly in the second and third stages and produced a number of teachers' 
guides for elementary school social studies 1, and in England the Wheeler (1967) 
model and Kerr (1968) work among others, show the influence of the Tyler model. 
Taylor (1970) for example, also developed what can be seen as a variant of the 
objectives model. 
Rational planning models based on objectives have come in forconsiderable 
criticism. Taylor and Richards (1985) summarized these criticisms and said that 
these models have been attacked for taking a very restricted view of rationality: 
`determining ends first, then determining means' is rational in some contexts, but 
not always in curriculum design; such models are abstractions, far removed from 
the complexities of the real planning situations and unable to do justice to their 
uniqueness (they fail to be sensitive both to the different kinds of subject matters 
and to the necessity for allowing flexible actions on the part of teachers); finally, 
objectives are treated as given; no adequate account is given of the source and 
origins of curriculum objectives in the beliefs, values and conceptions of those 
engaged in planning and of those influencing the planners. 
The definition of pre-specified objectives and specially of behavioural 
objectives has been severely criticized by many authors. Among these criticisms 
the fact that only low level mental operations orthe performance of certain skills can 
be previously specified; objectives do not take into account the nature of teaching 
where ends are constantly changing, nor the autonomy of teacher and pupil. 
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Stenhouse criticized them and stated that 'education as induction into 
knowledge is successful to the extent that it makes the behavioural outcomes of the 
students unpredictable' (Stenhouse, 1975, p. 82). 
Eisner, in several papers criticized behavioural objectives (Eisner, 1967, 
1969) and went on to distinguish two kind of objectives: instructional objectives and 
expressive objectives; only the last ones make possible creative responses: 'with 
an expressive objective what is desired is not homogeneity of response among 
students but diversity' (Eisner, 1969). 
There are also some practical objections raised against behavioural 
objectives: teachers find it difficult to devise them (the task is also time consuming) 
and to teach with them always in mind; and there are also among other difficulties 
those concerning the possibility of giving an adequate evaluation. 
Kelly (1982, p. 121) argues tharthe critics of the objectives model base their 
attack mainly on the fact that it treats education and knowledge as instrumental and, 
as a corollary of doing so, often adopts a passive model of man that is at the root 
of behavioural psychology,... in practice this leads to teaching that is better 
described as instruction or training or even indoctrination than education and that 
it places constraints on both teachers and pupils that inhibit that freedom of 
interaction that some have claimed to be central to the educative process'. 
Nevertheless, authors such as Hirst (1975) argue that for curriculum 
planning to be rational, ends have to be clarified and although he agrees with many 
of the criticisms made about behavioural objectives, he argues that objectives in 
curriculum design do not have to be expressed in behavioural terms; ends can 
include concepts, forms of perception and judgement, patterns of aesthetic 
response and attitudes; some can be specific, some general, some behavioural, 
some not. 
Skilbeck (1984, p. 230) states that 'what the critics of the objectives model 
do not show is either the inadequacy of the model in any form or the undesirability 
of its continued development and refinement as one of our most useful instruments 
of curriculum analysis and development. They fear its inhibiting effects, and this is 
perhaps salutary if surprising, but do not show why schools should not use it with 
discrimination and sensitivity as atypical mode of practical curriculum development'. 
Stenhouse (1975) in order to give an 'orderly alternative' to the objectives 
model developed a 'process model'. The author suggests that education in schools 
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necessarily comprises at least four processes: induction into knowledge; initiation 
into social norms and values; training and instruction. He argues that the objectives 
model appears more suitable for both training and instruction in curricular areas 
which emphasize information and skills, but the process model is more appropriate 
for areas of the curriculum which centre on knowledge and understanding. 
Basically the author (idem, p. 85) argues that it is possible to design the curriculum 
rationally by specifying content and principles of procedure rather than by pre-
specifying the anticipated outcomes in terms of objectives. 'Within knowledge and 
arts areas, it is possible to select content for a curriculum unit without reference to 
student behaviours or indeed to ends of any kind other than that of representing the 
form of knowledge in the curriculum. This is because a form of knowledge has 
structure, and it involves procedures, concepts and criteria. Content can be 
selected to exemplify the most important procedures, the key concepts and the 
areas and situations in which the criteria hold'. 
Stenhouse has illustrated how such a model can be also used in an area of 
the curriculum which has no one specific form of knowledge as a framework. As the 
director of the Humanities Curriculum Project he states (idem, p. 93) that in its 
experimental design the project was an attempt to explore this problem. 'The 
content selected, controversial human issues, has in common with knowledge in 
the disciplines a necessary indeterminacy of student outcomes, but there is no 
disciplinary structure'. 
The author also states that the process model raises problems for the 
assessment of student work, and implies that the teacher ought to be a critic, not 
a marker and (idem, p. 96-97) that any process model rests on teacher judgement 
rather than on teacher direction. It is more demanding on teachers and thus more 
difficult to implement in practice, but it offers a higher degree of personal and 
professional development. 
Nevertheless, Hirst (1975) argues that the process model is still concerned 
with ends, though not behavioural in character, and that its emphasis on content 
and principles tends to obscure this necessary feature of curriculum planning. 
Skilbeck (1984, p. 224) states that 'a careful reading of Stenhouse's 
discussion of curriculum planning and his description of the alternative, so-called 
"process model" suggests that his own position is not so far from some kind of 
objectives-based analysis. The language is different, and that is not without 
significance, but the tendency of thought is towards that projective, intentional, 
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action mode where conditions for learning are defined and steps taken to establish 
them - in short, towards the same general type of enterprise as objectives planning 
in the curriculum'. 
This author developed another model called 'situational'. For him school-
based curriculum development is the most effective way of promoting change at 
school level. The model has five distinct elements: 
1. Analyse the situation - which involves an analysis within the school and of 
the wider environment to answer the question: "What are our curriculum 
problems and needs and how can we meet them?" (idem, p. 234); 
2. Define objectives; 
3. Design the teaching-learning programme; 
4. Interpret and implement the programme; 
5. Assess and evaluate (see Skilbeck, 1984, p. 230-240). 
He states that 'this approach to school-based curriculum development 
accepts that well-constructed objectives are crucial for planning and designing the 
curriculum. They figure equally in evaluation and help structure teaching' (idem, 
p. 240). 
As Taylor and Richards (1985, p. 71) points out `Skilbeck's situational model 
is not an alternative to the other two (models): it is a more comprehensive 
framework which can encompass either the process model or the objective model 
depending on which aspects of the curriculum are being designed. It is flexible, 
adaptable and open to interpretation in the light of changing circumstances... It 
forces those involved in curriculum development to consider systematically their 
particular context, and it links their decisions to wider cultural and social 
considerations'. 
Curriculum content 
Curriculum content is an essential factor in curriculum planning. Arguments 
forthe inclusion of particular subjects or particular kinds of content in the curriculum 
are different according to the educationists perspectives. The main ones concern 
epistemological theories on the nature of knowledge, views on the nature of society 
and culture; and ideas about the nature of children and ways in which a consideration 
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of this can be the central concern of curriculum planning (Kelly, 1982). Different 
arguments result from different conceptions of education. 
For some authors knowledge is assumed to be objective, and education is 
to initiate the learner into this knowledge, others have the view that knowledge is 
subject to individual interpretation and is unique to each human being. 
Hirst and Peters (1970) say that general education is concerned with the 
development of pupils' knowledge and understanding and the diversity of content 
should be determined by the diversity of logical `forms of knowledge' and 
understanding. These authors distinguish seven forms of knowledge - formal logic 
and mathematics, the physical sciences, moral awareness and judgement, 
aesthetics, philosophy, religious experience and "our awareness of our own and 
other people's minds". None of these `forms of knowledge' is reducible in character 
to any of the others, though inter-form connections do exist. With each `form of 
knowledge' are associated concepts, a logical structure and truth criteria. 
For Hirst, geography is not a `form of knowledge' but what he calls a `field of 
knowledge', because like other subjects, geography has no concepts of its own or 
characteristic truth criteria, it borrows concepts from the forms of knowledge and 
uses the appropriate tests for truth (see Graves, 1975, p. 68-71). 
Phenix (1964) and other philosophers distinguish different `realms' or 
categories of knowledge that are cited often in support of subject areas in curricula. 
For Phenix (1964, p. 5), 'general education is the process of engendering essential 
meanings' . A philosophy of the curriculum requires a mapping of the realms of 
meaning, on which the various possibilities of significant experience are charted 
and the various domains of meaning are distinguished and correlated. Six 
fundamental patterns of meaning emerge from the analysis of the possible 
distinctive modes of human understanding. These six patterns may be designated 
respectively as 'symbolics', 'empitics, 'esthetics', `synnoetics', 'ethics', and `synoptics' 
(idem, p. 6). 
The author places geography in 'empirics' though he believes it has strong 
integrative tendencies (see Graves, 1975). 'Empirics' , ` includes the sciences of the 
physical world, of living things, and of man. These sciences provide factual 
descriptions, generalizations, and theoretical formulations and explanations which 
are based upon observation and experimentation in the world of matter, life, mind, 
and society. They express meanings as probable empirical truths framed in 
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accordance with certain rules of evidence and verification and making use of 
specified systems of analytic abstraction' (idem, p. 6). 'Synoptics', refers to meanings 
that are comprehensively integrative. It includes history, religion and philosophy. 
In contrast, other authors stress the undifferentiated nature of knowledge as 
experienced by the individual in everyday life, and consequently, distinction within 
knowledge (such as mentioned above) should not dominate curricula. 
Bernstein (1967, 1971, 1977) suggests that there are two major types of 
curricula: a 'collection' type in which the subject boundaries are relatively fixed and 
strong and an 'integrated' type in which the boundaries are weak and according to 
him, there is a trend towards increased integration 2. 
These are only examples of the different views about knowledge and which 
can have an influence on curriculum content. Nevertheless, Kelly (1982) points out 
that due to the fact that there is not an accepted theory of knowledge, its main value 
to the curriculum planner is to illuminate and introduce some clarity into discussions 
on the curriculum. 
Lawton (1983, p. 29) defends a common curriculum based on a selection 
from the culture of a society, suggesting the need to use a cultural analysis 
approach, i.e. 'of developing a method of matching the needs of individual children 
living in a specific society, by means of a carefully planned curriculum. This 
selection from the culture is made by analysing the kind of society that exists, and 
then "mapping out" the kind of knowledge and the kinds of experience that are most 
appropriate'. This process requires three kinds of classification: first cultural 
invariants, second cultural variables, third, a means of classifying the educationally 
desirable knowledge and experiences. The author suggests (idem, p. 38) that there 
are good anthropological and sociological reasons for subdividing the cultural 
system into eight structures or sub-systems and that 'a satisfactory educational 
programme must pass on the essentials of the eight systems'. The systems are: 1. 
social structure/social system; 2. economic system; 3. communication system; 4. 
rationality system; 5. technology system; 6. morality system; 7. belief system; 8. 
aesthetic system. Curriculum consists of a selection made by schools, for all 
students and from the eight areas indicated above. 
Several objections were made to basing decisions about the content of the 
curriculum on an analysis of the nature of society. Among them, the recognition of 
the rapidity of social change and of the need for schools to go beyond initiating 
35 
pupils into the culture of the society and prepare them for social change itself, to 
adapt to and to initiate changes. Otherwise, to make choices among the cultures 
and subcultures of society implies a framework of values; consequently planners 
will be faced with the problem of making a choice as to the values within society he/ 
she selects and how those values harmonize with the content, objectives or 
principles of subjects, in the process of curriculum planning. 
Peters (1964, 1965, 1970, p. 144) argues that education 'involves the 
initiation of others into worth-while activities. The curriculum of a school or 
university may be operated with a principle of options, which encourages the 
individual to choose some activity which is suitable to his ability, aptitude and 
interest; but this choice is between a range of activities that are thought to be worth 
passing on'. This implies having the possibility of objectively identifying ordetermining 
what those intrinsically worth-while activities are. 
Another problem linked with this is deciding on criteria to assess whether 
certain kinds of knowledge are more valuable than others. Kelly (1982, p. 48) points 
out that whoever takes decisions about the curriculum must be encouraged 'to 
appreciate the slender nature of the foundations on which any system of values or 
set of criteria he is using will be based. His choices should therefore be tentative 
and of such a kind as to avoid dogmatism. Furthermore, they should be open to 
continuous evaluation and modification since that is the essence of curriculum 
development'. 
Another approach to knowing what should be taught is based on a child-
centred ideology. The idea is that the main concern of education should be the 
needs of the child and that the curriculum content should be chosen with reference 
to the interests of the children. In relation to children 'needs' the main problem is that 
'needs' is a value term. There are many differing views and opinions concerning 
what children need. 
Other authors suggest basing education on a consideration of the interests 
of the child (this was one aspect of Dewey's philosophy of education). It has been 
suggested that teachers should plan their work to help children to pursue their 
interests and to organize their experiences in such a way that it gives them the 
possibility of deeping those interests and acquiring a clearer view of their intrinsic 
value. Again, there is the problem of identifying pupils interests, and for all children 
there will be areas of understanding they will miss if teaching is only based on the 
interests they already have. Teachers need to stimulate new interests. 
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Other authors suggest that the criteria for making a selection among both the 
interests and the needs of children should be found in the idea that the main function 
of education is to promote their continuous growth. There is also the problem of 
deciding how to guide children's growth. 
For Dewey (1938, chap. 3) education is a continuous lifelong process and 
activities or experiences should be chosen likely to be most productive of further 
experience. This 'experiential continuum' should be the essence of education. 
Again there is the problem of the choice of experiences. 
Kelly (1982, p. 59-60) suggests that curriculum planners and teachers, in 
making decisions about the content of the curriculum, should make them with 
reference to all of the criteria that the theorists offer us. Nevertheless, in reaching 
these decisionsthere is always a degree of subjectivity that implies that both should 
be informed and have a full knowledge and understanding of the issues involved. 
The researcher agrees with Kelly's opinion, that it is necessary take into 
account the theorists findings and that it is impossible to reach an objective basis 
for decisions about curriculum. 
Skilbeck (1984, p. 184), writing about the 'requirements for a core curriculum' 
points out what he means by relevance in education. For the author relevance in 
education is established first of all, by the material or task in question being related 
in some fashion to the basic structures of thought and action in culture and society. 
These are the sources of human development which provide the elements and the 
strategies of the curriculum. Secondly these relationships must be concretely 
experienced and appreciatively understood by the student... Thirdly, the relevance 
of learning has to be established by relating it explicitly to the purposes and aims 
of the curriculum. Fourthly, the relevance of the curriculum must be grasped and 
apprehended as a whole - it must seem to students, teachers and communities to 
be authentic, real, vivid, vital and living in both social and personal terms. These four 
aspects seem very important in making decisions about the curriculum. 
3.3 Curriculum implementation  
Once developed, a new or modified course must be implemented throughout 
the education system. 
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According to MacDonald and Walker (1976, p. 26) "diffusion" suggests 'a 
natural social process of proliferation' and "dissemination" 'planned pathways for 
the transmission of new educational ideas and practices from their point of 
production to all locations of potential implementation'. 
Schon (1971) and Havelock (1971) identified three different models of 
dissemination. Schon's three models are: the centre-periphery model; the 
proliferation of centres model and the shifting centres model. 
The centre-periphery model assumes that the innovation exists, fully realized 
in its essentials, priorto its diffusion; diffusion is the movement of an innovation from 
a centre out to its ultimate users; directed diffusion is a centrally managed process 
of dissemination, training, and the provision of resources and incentives. According 
to Schon the effectiveness of this model depends among other things, on the level 
of resources at the centre, the number of points at the periphery, the "infrastructure 
technology" (the level of technology governing the flow of men, materials, money 
and information), the energy required to gain a new adoption and the system's 
capacity for generating and managing feedback. 
The proliferation of centres model 'This system retains the basic centre-
periphery structure but differentiates primary and secondary centres. Secondary 
centres engage in the diffusion of innovations; primary centres support and manage 
secondary centres. The effect is to multiply many-fold the reach and efficiency of 
the diffusion system... The limits to the reach and effectiveness of the new system 
depend now on the primary centre's ability to generate, support and manage the 
new centres'. 'The central message includes not only the content of the innovation 
to be diffused, but a pre-established method for its diffusion. The primary centre 
now specializes in training, deployment, support, monitoring and management'. 
The shifting-centres model according to Schon, has the following 
characteristics: it has no clearly established centre - centres appear, reach a peak, 
and disappear to be replaced by new centres within quite short periods of time; 
there is no stable, centrally established message, the message shifts and evolves, 
producing a family of related messages; the system of the movement cannot be 
described as centre-periphery, centres rise and fall, messages change. But the 
movement is a diffusing, learning system, in which both primary and secondary 
messages evolve rapidly, along with the organization of diffusion itself (see Schon, 
1971; MacDonald and Walker, 1976; Stenhouse, 1975). 
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These models will be mentioned again when the models of curriculum 
dissemination employed for geography projects is considered. 
Havelock's models are the following: 
a) The 'Research. Development and Diffusion' (R. D and D) model has many 
affinities with Schon's centre-periphery model. There is a developer who 
identifies the problem and a receiver who is essentially a passive recipient 
of the innovation. It is regarded as the model to be adopted when large-scale 
curriculum is the aim. 
b) The 'Social-Interaction' (SI) model is also a form of centre-periphery model 
and the needs of the receiver are determined by the central planner. But it 
recognizes that the social interaction between members of the adopting 
group are essential. 
c) The 'Problem-Solving' (PS) model - in this model the problem is identified by 
the consumer and the process of innovation is also initiated by him. There 
is an outside support agent who is also active and involved from the 
beginning. There is mutual collaboration between the support agent and the 
consumer. The whole process is personalized. According to Kelly (1982, 
p. 132) 'it might be fairly claimed that this is not a model of dissemination at 
all but rather that is, a model for school-based curriculum development'. 
School-based curriculum development 
According to Ski lbeck (1982, p. 18-19) school-based curriculum development 
makes a number of claims: 
a) The curriculum should be made up of experiences of value, developed by 
the teacher and the learnertogetherfrom an appraisal of the learner's needs 
and his characteristics as a learner. 
b) Freedom for teacher and for pupils is a necessary condition for the full 
educational potential of these experiences to be realized, freedom to allow 
the teacherto define objectives; set targets; select learning content; modulate 
the range and tempo of learning tasks; determine what is appropriate in the 
form of both criteria and techniques and assess the extent to which the 
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potential value of the learning situation has been realized. 
c) The school's responsiveness to its environment which involve exchange of 
ideas, resources and people through a network of communication systems, 
depends upon its freedom to build up its own curriculum in part as an 
exchange system with that environment. 
d) Curriculum development depends upon the development of quite substantial 
support systems. 
e) School-based curriculum development does not preclude curriculum 
development at other levels than the school, nor does it deny a creative role 
to others than teachers and pupils. One of the majortasks for policy makers 
is to help allocate types of curriculum decision to different agencies and 
interests from local to national level, and to design the necessary structures 
for sustaining curriculum development at all levels. 
f) Teachers, if suitable trained, can act effectively as curriculum developers, 
but part of the necessary support system for school-based curriculum 
development is an extensive in-service education programme. 
3.4 Curriculum evaluation  
Evaluation concerns the gathering of data in order to make decisions about 
the curriculum; assessment concerns the gathering of data about pupils' work. The 
two are linked and decisions about the curriculum should take into consideration 
pupils' assessment; curriculum changes can be influential in pupils' work. 
There are different approaches and forms of curriculum evaluation. In Figure 3.1, 
Taylor and Richards (1985) made an attempt `to map the scope of curriculum 
evaluation in terms of distinguishable but interrelated kinds of judgement, and to 
indicate the techniques of each and their focus of attention. In addition, an attempt 
is also made to list the proponents of each model or form of evaluation and to give 
some examples. The notion of judgement ties both styles of evaluation together. 
They are perhaps best thought of as opposite sides of the same coin, part of an 
organic unity rather than polar opposites. Their avowed ends are the same: the 
determination of the educational value to be placed on the curriculum' (idem, p. 139). 
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CURRICULUM EVALUATION 
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Figure 3.1  
Diagram to represent approaches to curriculum evaluation. 
(Taylor and Richards, 1985, 140) 
The so-called 'scientific curriculum evaluation' was based on a definition of 
educational objectives, the intended outcomes of curricular experience, that 
afterwards should be defined in operational, and preferably behavioural terms. The 
extent to which the behaviours have been achieved has been accepted as a 
measure of the effectiveness of the curriculum. Measuring instruments were 
developed such as tests and attitude scales. 
Many authors did not accept this approach, among them humanistic 
curriculum developers that besides other criticisms claimed that because much 
curriculum activity was open-ended and not geared to specific end-results, the 
behavioural objectives approach was concerned at most, with instruction rather 
than education (see for example Stenhouse, 1975). Consequently those authors 
developed other approaches to curriculum evaluation. They were more interested 
in qualitative aspects in description and interpretation than in measurement and 
prediction; they were more concerned with understanding rather than with 
explanation. Their aims were to describe learning processes and outcomes in 
relation to how participants judge the educational worthwhileness of curriculum 
experiences. 
Among the forms of evaluation they use 'portrayal' evaluation is seen as an 
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attempt to offer a comprehensive portrayal of the programme which will view it as 
a whole and endeavourto reveal its total substance (Stake, 1972, 1975). 'Illuminative' 
evaluation is also concerned 'with description and interpretation rather than 
measurement and prediction' (Parlett and Hamilton, 1975, p. 88). 
It is usual to make a distinction between 'in-course' and 'post-course' 
evaluation or between 'formative' and `summative' evaluation: 'formative' evaluation 
usually takes the form of continuous in-course monitoring of both goals or principles 
and procedures, influencing the shaping of the curriculum through the successive 
revisions of the developmental phase; `summative' evaluation is concerned with 
the appraisal of the emergent curriculum as it is offered to the school system (see 
Scriven, 1967). 
MacDonald (1975, p. 133-134) in relation to curriculum control distinguishes 
three types of evaluation: 'bureaucratic' that is 'an unconditional service to those 
government agencies which have major control over the "allocation" of educational 
resources. The evaluator accepts the values of those who hold office, and offers 
information which will help to accomplish their policy objectives; 'autocratic' that is 
'a conditional service to those government agencies which have major control over 
the allocation of educational resources. It offers external validation of policy in 
exchange for compliance with its recommendations'; finally 'democratic' evaluation, 
is defined as 'an information service to the community about the characteristics of 
an educational programme. It recognizes value pluralism and seeks to represent 
a range of interests in its issue formulation... The key concepts of democratic 
evaluation are 'confidentiality', 'negotiation' and 'accessibility'. 
Another aspect that seems important to refer to in relation to evaluation, is 
that in school-based curriculum development there is an important role for the 
teacher in curriculum evaluation as much in any other aspect of curriculum 
development. Teacher's role in evaluation should include self-evaluation and peer-
group evaluation. This does not imply that a proper evaluation requires the 
collaboration on an external evaluator who will appreciate many other aspects of 
the curriculum development process. In order to play a role in evaluation, teachers 
need to familiarize themselves with a range of skills and a number of evaluation 
techniques. This implies an in-service education programme, as was referred to 
above. 
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3.5 Influences and constraints on curriculum development 
It also seems important to refer to influences and constraints on curriculum 
development. 
Influences on curriculum development 
History or tradition - its main influence is towards stability. Teachers have 
been trained to teach certain subjects and to use certain methods and they do not 
agree easily with changes that require them to learn new techniques or to lose the 
security of teaching a subject or using techniques in which they are confident of their 
knowledge and ability. For example many teachers are not enthusiastic about 
subject integration or using the computer in the classroom. Thus tradition can 
exercise a negative influence on curriculum development. 
Economic changes exert pressures on curriculum, to change it in order that 
young people acquire the knowledge and skills needed to maintain and extend 
economic development; technological change results in changes: in the kinds of 
knowledge that students must acquire; in the need to give to future citizens the 
flexibility of mind to adapt to quick economic and technological changes that they 
will experience during their lives (this implies that emphasis should be given to the 
development of understanding rather than on acquisition of knowledge); and, 
finally, technological changes raise new moral problems, for example, those 
concerning conservation of the environment. 
Economic needs and technological change lead to pressures for the 
introduction of certain kinds of subject into the curriculum, such as technological 
subjects, computer science, business studies and so on. Economic and techno logical 
changes lead to political and social changes. Economic and social changes lead 
to moral changes. These yield pressures to introduce interdisciplinary studies such 
as environmental and development education, education for international 
understanding, peace studies, and consumer affairs into the curriculum. 
Political changes can originate changes in school organization and/or in the 
curriculum. In some countries governmental ideology is strongly reflected in the 
curriculum. 
Educational ideologies such as classic humanism, progressivism, 
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reconstructionism have influenced curriculum change (see Chapter 5). Concern 
about social injustice, social inequality that results in the differentiated access to 
knowledge, can originate alterations in the curriculum, in learning activities. Moral 
issues can be included in the curriculum, pupil-centred approaches can be used, 
society-centred curricula introduced. 
In countries like Portugal with a centralized system: the government, political 
parties, especially those with Members of Parliament; education officers working 
in the ME or in central agencies or experts belonging to committees in charge of 
planning the curriculum; inspectors; teachers (through trade unions or professional 
associations); parents (through associations); students (specially through unions); 
churches; industrial and business associations, all exert influence on the curriculum 
planning. 
Influence on planning at school level is exerted by the staff, students, 
regional education officers, inspectors, publishers, parents, local interests. 
Universities and other higher education institutions can exert a double 
influence: directly, through advice given in relation to curriculum innovation 
projects; indirectly through scientific and training courses they offer to teachers (in 
initial and in-service courses); and through entry requirements for admission to 
higher education courses (including control over examinations). 
Constraints on curriculum development 
In countries with centralized education systems, the insufficiency of central 
resources, including finances, personnel and a poor administrative organization at 
central and regional levels are serious obstacles for curriculum development 
At school level the most serious constraints are insufficiency of resources 
(finance, equipment), buildings not adapted to curriculum innovations; poor internal 
school administration and organization; teachers without adequate scientific and 
training qualifications; insufficiency and/or inadequacy of in-service opportunities; 
staff, parents and students attitudes not favourable to curriculum changes. 
Anotherconstraint is a non effective articulation and communication between 
central, regional and school levels. 
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And finally, the insufficiency of research in education by professional 
researchers, higher education staff and teachers (action research) is also a 
constraint for curriculum development. 
3.6 Curriculum control  
Finally, some aspects concerning the adoption of a national curriculum and 
the control of the curriculum will be mentioned. 
Different ideological positions on education are reflected for example, in 
different opinions about the adoption or not of a national curriculum (see Lawton, 
1988). Those against a national curriculum are in favour of as much diversity as 
possible both among schools and within schools to offer to students choices 
according to aptitude, future educational aspirations and occupations; according to 
(supposed or not) different intellectual abilities or even according to different 
interests. 
In the DES (1987, p. 1) document 'Education Reform - The Government's 
Proposals for Schools' reasons why the Government of the UK is introducing a 
National Curriculum are indicated. 'Despite the good performance of some schools, 
too many pupils are still achieving less than they could and less than they should, 
compared with children in other leading European countries. The overall picture is 
one of disappointingly low standards of achievement. Teachers' expectations of 
what their pupils can achieve are frequently low. Today's school curriculum can 
often be narrow and unbalanced. For example, too many boys give up modern 
languages before they are 16. Too many girls drop physical sciences. A national 
curriculum guarantees that all pupils will receive an education which is broad, 
balanced, relevant to their needs and set in a clear moral framework. It prepares 
them better for adult responsibilities and work. At the same time, by setting clear 
targets and monitoring progress, it aims to raise the standards achieved by pupils 
and schools' 3. 
In relation to the USA, Tanner and Tanner (1980) quote Caswell. In the early 
60's this author stated that with the 'rise of centralized control of the curriculum in 
our schools... local initiative would tend to decrease'. Caswell discussed the 
arguments surrounding the issue of curriculum centralization. These arguments 
were: local schools are largely unaware of national purposes and needs; in an 
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increasingly mobile society, students must be able to transfer from school to school 
and state to state without the stumbling block of wide variations in the curriculum; 
and local systems do not have at their command the competence needed to deal 
effectively with curriculum problems. The author (n.d.) found the arguments 
supporting curriculum centralization untenable. The weight of sociological evidence 
was that there was too much conformity in school and society rather than too little. 
`Individuality, creative imagination, and special aptitudes are frequently smothered 
under uniform treatment of all pupils'. 
The arguments for a centralized curriculum prevailed, but in the Ford 
Foundation Annual Report for 1973, it stated: 'the people who are expected to put 
new programs into operation should participate in defining problems and developing 
solutions, and that to do so often requires re-training' (Tanner and Tanner stated 
thatthe Ford Foundation 'almost single-handedly shaped the managerial-efficiency 
policy in education in the 50's and 60's') (p. 633-634). 
Caswell (n.d.) argued that, very clearly improving the curriculum depended 
on better professional preparation for teachers and skilled supervision to help 
teachers become ever more knowledgeable and responsible decision makers. 
This problem of centralization or decentralization will be discussed by 
looking into curriculum development in Portugal. This country has a national 
education system and a centralized curriculum. 
In the following chapter considerations on curriculum development in 
geography will be considered. 
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4.1 Geography in the curriculum  
The first question concerns the justification for the inclusion of geography 
in the curriculum. 
It has already been pointed out that Hirst considered geography as a 'field 
of knowledge' and not a 'form of knowledge'. Phenix (1964) distinguished different 
'realms' or categories of knowledge, he included geography in 'empirics' though he 
believed it has strong integrative tendencies. 
Graves (1975) quoted two other authors King and Browne) (1966) who 
considered that knowledge consists of several 'disciplines of knowledge'. For these 
authors a discipline is a community of scholars, it has what Schwab has called a 
'syntactical' structure (modes of enquiry though not unique to it), and a 'substantive' 
structure (the interlocking concepts and principles which form part of the language 
of the discipline); has a heritage of literature and a communication network; and 
finally has an emotive appeal to its adherents. Geography has all these aspects and 
consequently can be considered as a 'discipline of knowledge' (see Graves, op. cit., 
p. 75-76). 
Lawton (1983) defends a common curriculum based on a selection from the 
culture of a society. Graves (1985, p. 19-20) did an analysis of Lawton's work and 
says that 'the place given to geography... is limited to contributing to social and 
economic education in conjunction with history, politics, economics and sociology. 
Apparently, geography cannot contribute to the rationality system , to communication 
through graphicacy, to technology and so on. My own view is that though cultural 
analysis is a possible approach to curriculum planning, the attempt to fit subjects 
to the cultural system is the wrong approach; it would seem to me better to argue 
from the subject to its contribution to the cultural system. Thus geography can not 
only contribute to social, economic and political education through its concern with 
spatial arrangements in the economic and social system, but it can contribute to 
communications specifically through the use of maps and other graphics; it can 
contribute to rationality through its earth science (and social science) aspect; it can 
contribute to an appreciation of the influences of technology on landscapes and 
spatial arrangements and involve pupils in information technology; it may be used 
to develop moral education by considering aid to the Third World; it involves values 
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education in so far as any decision concerning the location of a factory (housing 
estate or plantation) implies certain values position; and it involves aesthetic 
education to the extent that place plays as much a part in geography as space, and 
that developing a sense of place also involves making aesthetic judgements about 
such places'. 
According to a child-centred approach a curriculum would be concerned not 
with subjects, but with experiences, topics chosen by the pupils and 'discovery'. 
According to Walford (1981 b, p. 219) 'an important geographical contribution to this 
kind of tradition would be exploration of personal feelings and images about the 
world, and the orientation of the student in his own personal neighbourhood and 
regional environment'. 
These may be seen as examples of arguments forthe inclusion of geography 
in the curriculum according to different educational perspectives. 
4.2 Curriculum planning in geography 
Graves (1979, p. 3) described the traditional process of curriculum planning 
in geography during the nineteen century and the first half of the twentieth century, 
which was similar to the Portuguese one. 'First, a decision was taken by the 
headmaster or by an official or a Committee that geography was worth including in 
the school curriculum'. This decision wastaken in Portugal by the Minister in charge 
of Education. 
'Secondly, the teacher in charge of geography (or a suitable official body 
where the education system is centralized) drew up a syllabus'. A syllabus was 
essentially a list of content deemed appropriate for the students and derived from 
the totality of what the subject had to offer'. In Portugal syllabuses were drawn up 
by a Committee designed for this purpose and these were adopted at a national 
level. Syllabuses were essentially lists of content too. Sometimes syllabuses 
included 'instructions' addressed to geography teachers, whose purpose was to 
give some advice on how to teach the subject at different levels. 
In Portugal as in Great Britain, the teacher in charge of teaching one class 
would draw up 'lesson plans' which would indicate how he/she intended to teach 
the content outlined in the syllabus. The 'lesson plans' could include the 'objective' 
of the lesson, the methods and resources which would be used. 
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It is included in the Appendix B (p. 379-384) a 'lesson plan' published in 1971 
in the official bulletin for the grammar schools (Maya, 1971 a). This lesson 
concerned the study of North Africa and besides the list of content, included the 
'objective' of the lesson, methods and teaching aids. The teaching method which 
was advised was essentially the 'socratic' one and pupils would give short talks; 
teaching aids included maps, graphs, photos, slides, sketches. Pupil assessment 
was not mentioned in the 'lesson plan'. 
Graves (idem, p. 8) says that in Great Britain the teacher could read advice 
on how best to structure his lessons in the literature on teaching methods and could 
also find out about visual and other teaching aids. In Portugal it was more difficult 
to find literature on geography teaching and the author of the 'lesson plan' quoted 
above (she was then the person in charge of geographical education in the 
Directorate General for Grammar Schools Education ('Direcgdo-Geral do Ensi no 
Liceal'), included in her article a short bibliography on 'general didactics' and 
'didactics of geography'. None of the books was Portuguese. They were all written 
in French or in Spanish. Among them the author refers to the French edition (1966) 
of the first UNESCO Source Book for Geography Teaching. At the time, besides the 
UNESCO book, probably the most influential books were a Spanish book by Pedro 
Plans 'Orientationes sobre Didactica de la Geograffa' that was translated into 
Portuguese in 1969 and the French book 'La geographie a l'Ecole' from Debesse-
Arviset (1969) 1' 2. Teachers could also find books on the use of visual and other 
teaching aids (not specific for geography classes). 
Finally, in Great Britain (Graves, idem p. 8) the teacher would evaluate 
student learning by giving class tests and by school and public examinations. In 
Portugal student learning was essentially assessed by written and oral tests and by 
public examinations (also with written and oral tests). 
Graves (idem, p. 8) says that the concept of feedback was accepted but 
generally limited to that affecting methods and not so much to content or to 
objectives. The same happened in Portugal but due to pupils' learning problems 
and to influences specially from France, syllabus content was altered and simplified 
several times (see Chapter 5). 
The same author says (idem, p. 9) that evidence is strong that right up to the 
late 60's, much curriculum planning in geography was based on a regional syllabus 
framework and this was associated with what was then the commonly accepted 
research paradigm in geography, namely the 'areal differentiation' or 'regional 
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synthesis' paradigm. The same happened again in Portugal but this kind of 
curriculum planning was maintained until the middle 70's. Nevertheless in Portugal 
as well as in France it was prescribed that the study of geography at secondary 
school level would start with mathematical geography and with elementary notions 
of systematic geography to give the possibility of applying the learned concepts to 
the study of the continents and of Portugal and its Overseas Territories. Systematic 
geography was studied again but more in depth in the first of the two last years of 
secondary education, before studying again in greater depth human and economic 
aspects of Portugal and its Overseas Territories and the Great Powers of the World. 
Consequently, importance was given to systematic and regional geography (which 
consisted essentially of a description of the continents, their main regions and 
countries). 
In Portugal on an academic level, the influence of the so-called 'new 
geography' started in the 70's. The first doctoral thesis based on the 'new paradigm' 
was presented at the beginning of the 70's (Gaspar, 1972). At school level the 
influence of new geography started at the beginning of the 80's, but since the middle 
70's, the regional framework has been questioned. In Portugal as well, as Graves 
(idem, p. 9) pointed out in relation to Great Britain, there appeared to be a 
disjunction between what schools were doing and what professional geographers 
were doing; in order to articulate academic and school geography, especially since 
1977/78, some committees in charge of elaborating new syllabuses, specially for 
the three last years of secondary education, included one or two university 
teachers. 
Howeverthe most important influence on curriculum planning in Portugal at 
the end of the 70's and beginning of the 80's was the result of the diffusion of the 
objectives approach to curriculum planning. Teachers in charge of designing the 
geography curriculum included in each syllabus the definition of general objectives, 
the topics and lists of operational objectives. 
Also evident was the wish to produce a curriculum not based on a traditional 
regional syllabus framework. But syllabuses constructed at the end of the 70's and 
beginning of the 80's show evidence that a regional structure was still present. For 
example the 9th year of schooling syllabus (sent to schools in July 1983) included 
the study of world population, the great contrasts of agriculture in the World: in 
Europe - in Mediterranean Europe, in Western and Eastern Europe; in America -
in Anglo-Saxon America and in Latin America; in Africa; in Asia. The same 
organization is proposed for the study of industry and cities. For the 7th year of 
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schooling since the school year 1978/79 the study of systematic general geography 
is prescribed. These syllabuses are still in force today. 
Nevertheless other syllabuses specially those prescribed for the 10th, 11th 
('study areas' C and D) and 12th years of schooling show a concern for studying 
the spatial organization of different economic activities. 
Until the present reform no reference was made to curriculum planning or 
curriculum theory. 
Another influence on curriculum planning specially at basic education level 
was the child-centred approach. At secondary level this influence was more evident 
not at the general planning level but at the instructional planning level. 
The increasing concern of geographers for environmental and development 
problems at different scales (from local to global) led to a growing importance being 
given to the definition of objectives in the affective domain. Geography should 
contribute to pupils moral development, to the development of their attitudes and 
values specially concerning issues which reflect on spatial organization. 
A new curriculum, new syllabuses are on trial now in some basic and 
secondary education schools. In geography curriculum planning emphasis was 
placed on the learning of concepts, progressively more difficult, as well as on the 
development of attitudes and values, on the practice of skills and on the utilization 
of 'research' techniques. 
Curriculum planning models in geography 
Reference has already been made to different curriculum planning models: 
the 'objectives model', the 'process model' and the 'situational model'. 
Graves (1979, p. 38-39) analysed the first two and said that 'these models 
referto a dynamic rather than a static curriculum' and that 'the differences between 
them are ones of emphasis rather than of substance, and that the emphasis put on 
objectives may best suit one situation and the emphasis on procedures may best 
suit another. Both seem to have relevance in geography since they have both been 
used by different curriculum development teams. My natural inclination would be 
to combine them into an eclectic objectives and process model of curriculum 
planning at the instructional level. But a model for the general planning level is also 
required'. 
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Biddle (1976 a, 1982, p. 276) developed 'a curriculum process system which 
combines the major features of a number of cyclic models and incorporates most of 
the refinements suggested by research'. The author says that this model (Figure 4.1) 
provides a framework for formulating a curriculum document and can be used to 
identify the questions concerning the formulation of geography curricula. 
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Figure 4.1  
A curriculum process system. 
(Biddle, 1982, 280) 
Graves (1979) suggested models for planning the geography curriculum at 
two levels: the general level and the instructional level (Figures 4.2 and 4.3). The 
author (idem, p. 42) says that the general planning model 'is an instrument for 
choosing content and specific objectives forthe instructional level, based on criteria 
which are on a high level of generality'.This model is a 'combination of an objectives 
and process model in that it begins by assuming certain overall educational aims 
and then looks at the process of translating these into a school course, which itself 
is influenced by such factors as examination and what is known about the 
psychological development of students and the sociology of education'. The 
instructional planning level is concerned with planning for medium and short terms. 
Biddle and Graves models are useful in that they provide a structured 
procedure to follow in curriculum planning. 
To analyse the different components of curriculum planning in geography, 
the order of components presented by Graves in the models he developed will be 
followed (Graves, 1979). 
1. 'Aims' of Schooling and Education 
(1) Developing Mind 
(2) Acquiring worthwhile knowledge 
and skills 
(3) Acquiring social skills 
Selection of 
2. Paradigms of Geography 
(1) Areal Differentiation 
(2) Ecosystem 
(3) Spatial Organization 
3. Aims of Geographical Education 
(1) Reinforcing Communication 
"kills 
(2) Development of spatial 
concepts and skills 
(3) Developing an awareness of 
spatial aspects of problems 
(4) Environmental education 
--> 
4. Selection of content from skills, 
concepts, principles, theories, laws 
2a. Research by Scholars in 
Geography 
5a. School Total Curriculum 
Structure 
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5. Structure content in school 
course 
5b. Educational Research 
Psychological and Sociological 
Considerations 
6. Examinations GCE, 0 & A, N & F 
CSE, CEE school tests 
Curriculum evaluation 
5c. Situational Variables 
(a) Location of School + School 
architecture 
(b) Local resources 
(c) Staff available 
Figure 4.2 
Model for curriculum planning in geography at the general level. 
(Graves, 1979, 43) 
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Figure 4.3  
Model for curriculum planning in geography at the instructional level. 
(Graves, 1979, 51) 
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The General Planning Level  
Aims of Schooling and Education  
Different statements about the contribution of geography for child education 
have been made. 
In Appendix B (p. 385-392) are included: 'a classification of objectives that 
have been made, stated as appropriate for geography in secondary schools' 
(Bennetts, 1973, p. 166); 'Geography in the School Curriculum 5-16' (Geographical 
Association, 1981) and 'Geography for ages 5 to 16' (DES, 1990). 
According to these statements geography is deemed to have the potential 
to give children: 
- world knowledge 
- environmental awareness 
- graphicacy skills 
Geography explores the relationship between the Earth and its peoples 
through the study of place, space and environment, at different scales local, 
regional, national and global. Using a wide range of skills, geography identifies, 
analyses and helps to clarify contemporary problems concerning peoples and their 
environments. Place, space and environment create a bridge between the humanities 
and the physical sciences (DES, 1990, p. 6). 
Geography is also deemed to have the potential for helping pupils to 
develop: 
- general mental abilities 
- moral judgement 
- social skills 
- international understanding 
- literacy and numeracy 
Geography has many links with othersubjects and consequently: knowledge, 
skills and attitudes learned by pupils in geography can contribute to pupils' 
understanding of other subjects in the school curriculum. 
Geography can also contribute strongly to cross-curricular themes, skills 
and dimensions such as: 
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- environmental education 
- economic and industrial understanding 
- careers education 
- citizenship 
- development education 
- peace studies 
- multi-cultural education 
Aims of Schooling and Education are defined in Portugal, in the 
`Comprehensive Law on the Education System' ('Lei de Bases do Sistema 
Educativo') 3. In this law are stated the objectives of the different education levels: 
`pre-school education' (from age 3); 'basic education' (compulsory, 9 years, from 
ages 6 to 15), secondary education (3 years) and higher education. In Appendix B 
(p. 393-396) are presented the articles 5 to 10 of this law concerning the objectives 
and organization of the pre-school, basic and secondary education. It is obvious 
when analysing these objectives that geography can make an effective contribution 
to children attaining some of these objectives and even it seems indispensable to 
children attaining others. Some examples will be given. 
Geography seems indispensable: 
- At pre-school level: 
To encourage observation and understanding of natural and human 
surroundings so that the child can integrate and participate more 
successfully' (objective c); 
- At basic education level: 
`To develop national awareness open to realities in a context of 
universalist humanism and international solidarity and cooperation' 
(objective f); 
`To develop understanding and appreciation of the values of Portuguese 
identity, language, history and culture' (objective g); 
`To provide pupils with experience furthering their civic and socio-
affective maturity, instilling positive attitudes and habits of relating and 
co-operating, both regarding family connections and a conscious and 
responsible involvement in their surroundings' (objective h); 
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'To further the acquisition of independent attitudes so as to develop 
citizens who are civically responsible and participate democratically in 
community life' (objective i); 
- At secondary education level: 
'On the basis of the realities of regional and national life and appreciation 
for the permanent values of society in general and Portuguese culture 
in particular, to educate young people interested in solving the country's 
problems and aware of the problems of the international community' 
(objective d). 
Only in geography can pupils acquire a knowledge and understanding of 
certain physical and human features of the Earth at different scales (from the local 
to the global); an awareness of issues originating in human activities in the 
environment; and of the social, economic, political and cultural consequences of 
the interrelationship between man and environment. The understanding of the 
features and the awareness of these issues and consequences will contribute to 
developing attitudes of solidarity and co-operation at local, regional, national and 
international levels. 
Geography also has the potential to help children to attain many of the other 
objectives at the three education levels. 
Paradigms of Geography  
Graves (1979, p. 42-44) says that 'in order to fulfil these general aims, it is 
necessary to select one or more appropriate paradigm(s) of geography'. According 
to Biddle (1976 b, p. 403) 'paradigms used in geographical research provide a more 
rational basis on which to make decisions about geography curricula than the use 
of systematic topics, regions, case studies, or organizing concepts based on a 
single structure of geography'. 
This author explains that, during the 60's, there was a move away from 
regional based courses for many reasons, among them the criticism by research 
workers of exceptionalist views stressed in regional geography syllabuses which 
were no longer supported by philosophers and methodologists in geography; the 
emphasis on description and the learning of factual content about numerous 
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regions of the world, which became uninteresting for the majority of students and 
teachers; Bruner's statements on curriculum design in which he emphasized the 
importance of identifying the underlying principles that gave structure to a discipline; 
and the publication of studies in concept learning by Piaget, Ausubel and Gagne 4. 
In relation to concept-based courses, Biddle says that many geographical 
educationists who favour this kind of course, have accepted the assumption that 
there is only one structure of geography and they have concentrated on identifying 
the fundamental concepts which are interrelated within the structure. But according 
to Biddle the analysis of the best geographical journals shows that there is not one 
single structure acceptable to all research workers in geography. The use of one 
single structure of geography in secondary school could invite criticism, because 
the identification of one structure for geography is a reductionist approach which 
hides the diversity of interests of research workers and could therefore, eliminate 
a number of interesting approaches to geography curricula organization. 
Consequently, geographical educationalists have preferred to use research 
paradigms. 
Biddle used the term paradigm as 'the structure of philosophical and 
methodological beliefs which guide research workers in the selection and solution 
of problems, and in the evaluation and critical analysis of the solutions to these 
problems. It therefore incorporates both a substantive and a syntactical structure' 
(1976 b, p. 405). 'The selection of a paradigm by a research worker focuses his 
attention on certain kinds of problems which emanate from a particular image of the 
World and a particular interpretation of perceptual experience' (Biddle, 1976 b, p. 
405). 
Figure 4.4 represents a diagram of the intersecting paradigms in geography 
(Biddle, 1976 b, p. 407). It is a Venn diagram in which the square represents the 
discipline of geography defined as the study of environmental systems in a spatial 
context, and the circles represent a variety of overlapping paradigms, which provide 
structures for identifying and solving spatial questions. These paradigms are: 
landscape, ecosystem, environmental perception, spatial organization, spatial 
diffusion, and regional systems (Biddle, 1976 b, p. 406), and have been suggested 
as appropriate for providing cohesion in geography curricula (Biddle, 1976 b, p. 
409). 
According to Biddle 'an investigation of research publications using these 
paradigms, or a combination of them, provides information for constructing 
ENVIRONMENTAL SYSTEMS IN A SPATIAL CONTEXT 
SPATIAL 
ORGANIZATION 
ENVIRONMENTAL 
PERCEPTION 
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One approach to the representation of the interrelationships among the 
major paradigms employed by research workers in geography is to use a Venn 
diagram and to regard the paradigms as six intersecting sets within an 
environmental systems set. That is, the complement to the E (ecosystem) set 
would be R (regional systems), So (spatial organization), Sd (spatial diffusion), 
Ep (environmental perception), L (landscape), and the intersecting sets, within 
the overarching Es (environmental systems) set. 
Figure 4.4 
Intersecting Paradigms in Geography. 
(Biddle, 1976 b, 407) 
Graves (1979, p. 44) for schools preferred (then) the ecosystem paradigm 
since it provides for a smoother transition from the old 'regional synthesis' or 'areal 
differentiation' paradigm; because man-land or environmental problems are still a 
major concern for geographers; and the spatial organization paradigm tends at the 
secondary school level to leave out pure earth-science problems from its sphere of 
interest. 
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The author of this work agrees with Graves and Biddle in using research 
paradigms as structures for geography curricula planning. 
According to Biddle (1976 b, p. 415) the advantages of using a paradigm, 
or combination of paradigms are: that it introduces students to the substantive and 
syntactical structures in the discipline which are favoured by research workers 
when identifying and solving various types of spatial problems; it provides coherence 
for the curriculum; it indicates to students new ways of looking at their environment; 
it assists students in developing concepts and skills which enable the identification 
and development of useful hypotheses about present and future problems relevant 
to them; it should assist students in grades 7 to 12 to develop an increasing interest 
in the discipline; and it helps in preventing a gap between geography in secondary 
school curricula and geographical research. 
In Portugal if research paradigms were adopted as structures for geog raphy 
curricula, the author of this work thinks that at basic education level (years 7 to 9) 
the most appropriate paradigm would be the ecosystem one, for the reasons 
indicated by Graves (see p. 61) and because this paradigm permits the integration 
of physical and human geography within a systems framework. At secondary 
education level (years 10 to 12) geography is not compulsory and students should 
be acquainted with other paradigms and new approaches in geography: humanistic, 
radical, welfare, hermeneutic. For example the use of the 'spatial organization 
paradigm' as a structure for some teaching units could be favourable because it 
assists in connecting secondary school geography with higher education geography 
and it facilitates the 'combination' with other social sciences, namely economics. 
As Biddle (1976 b, p. 415) points out, this approach to curriculum development 
is a flexible one in which teachers may choose to use different paradigms to 
formulate curricula for one or more years or to develop courses for shorter periods, 
or they may even combine two or more of the paradigms to provide the structure 
for disciplinary, multi-disciplinary or inter-disciplinary courses. 
Aims of Geographical Education  
Aims of geographical education must be aligned with the aims of schooling 
and education. Geography as any other curriculum subject should contribute to the 
personal development of pupils and prepare them for adult life, promoting the 
acquisition of knowledge and the development of skills, attitudes and values. 
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In the DES document 'Geography for ages 5 to 16' (1990, p. 6) it is stated 
that geography explores the relationship between the Earth and its peoples through 
the study of place, space and environment. Consequently the study of geography 
aims to lead pupils to: acquire knowledge and understanding about these three 
elements: place, space and environment; develops attitudes and values about the 
consequences of human activities on the Earth's surface; develops skills and 
competencies (for instance enquiry skills, communication skills, social skills) (see 
Aims of Schooling and Education, p. 57). 
Selection of content from skills. concepts. principles. theories. laws 
'The paradigm selected by the teacher provides the guidelines fortranslating 
aims into educational objectives under the categories of knowledge, skills and 
values, and from these objectives instructional units can be organized' (Biddle, 
1982, p. 289). Biddle (1976 b, 1982) gives examples of the kinds of educational 
objectives which may be achieved through using different paradigms as the basis 
for conceptual models to provide a structure for a curriculum. Figure 4.5 represents 
a conceptual model for curriculum development based on the ecosystem paradigm 
and Figure 4.6 represents a conceptual model for curriculum development based 
on the spatial organization paradigm. 
Graves (1979, p. 56) says that the selection of content with which the 
teacher can attempt to reach both his short and long term objectives is a difficult task 
which involves the 'problem of selecting the concepts, principles and skills which 
are worth teaching (the content proper) and the kinds of examples which may be 
used to illustrate them (the context)'. 
It seems obvious that the problem of selecting the concepts, principles and 
skills which are worth teaching, as well the context, involves the problem of deciding 
what is worth teaching and there is always a degree of subjectivity even when the 
planner takes into account different criteria. 
Besides this many sociologists claim that all knowledge is socially constructed 
and consequently there are no objective criteria for the choice of the curriculum 
content (Young, 1971 a). 
Marsden (1976 a, 1976 b) says that the curriculum planner needs to take 
into account a number of variables in his structuring of course units. Among these 
Urban systems 
Biotic systems 
Climatic systems 
Geomorphic systems 4 	
• 
V 
--ol Man and natural systems 
Manufacturing systems 
A 
Agricultural systems 
1 
 
Social and cultural processes 
Human organization systems 
1 
64 
INPUTS: Matter — Energy — Information 
I  
--41 	 1 
Natural systems 
4--  
Physical and I biological processes 
OUTPUTS: Matter 
- 
Energy 
- 
Information 
(changed by processes in ecosystem) 
Figure 4.5  
A conceptual model for curriculum development based on the ecosystem paradigm. 
(Emphasis is on process, on the flows of energy, information, matter and on feedback mechanisms). 
(Biddle, 1982, 290) 
variables principles, concepts and exemplars are the basic elements in the 
structure of a discipline. Principles, concepts and exemplars have distinctive but 
interacting roles to play in structuring curriculum units; all can furnish educational 
objectives but principles and concepts represent the higher levels of generality. 
Principles provide a check-list of worthwhile objectives which help select significant 
content; concepts can be used for more detailed structuring, to ensure that a basis 
for meaningful learning is laid; exemplars should be presented not only as verbal 
data, but also in photographic, cartographic, diagrammatic, tabular and numerical 
forms. 
According to the author in curriculum planning it is also important to consider 
other factors such as the need to foster a higher level of understanding, the same 
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time ensuring that learning is seen as a means to wider ends; pragmatic aspects 
such as teaching resources, the interests of teachers and pupils can act as an 
ultimate criteria of choice of content. 
Perception of phenomena 
in space and time via direct 
and indirect observation 
V 
Distribution 
Location: site and situation 
I' 
Areal association 
Relationships between and 	 . 
among natural and cultural 
phenomena 
V 
Spatial interaction 
Movement flows on surfaces 
Energy types and effects 
Friction of distance 
ir 
Spatial structure 
Networks 	 transport 
communication 
Nodes–central places 
Hierarchy of nodes 
Spatial organization 
Statistical surfaces 
Formal and functional 
regional concepts 
Major concepts: e.g. Spatial interaction —0. = contributes to 
Related concepts: e.g. Movement — — 	 = feedback 
Figure 4.6 
A conceptual model for curriculum development based on the spatial organization paradigm. 
(Emphasis is on the study of spatial structures and processes contributing to spatial 
organization and formulation of spatial theories with predictive functions). 
(Biddle, 1982, 292) 
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Structure content in school course  
In order to structure content in school courses it is necessary to take into 
account different aspects (see Graves, 1979): 
a) 	 The school total curriculum structure  
It is necessary to take into consideration the place of geography in the school 
curriculum: 
1 - Is the study of geography prescribed for all school years or not? 
2 - Is geography compulsory or optional? 
3 - Is geography a separate subject throughout the school course? 
4 - Is geography part of a combined course? (years?) 
Specially in compulsory education it is necessary to take into account other 
subjects contributing to the common curriculum: the contribution of all 
disciplines to pupils' education and the specific contributions of geography. 
In the case of combined studies it is necessary to ensure that basic 
geographical concepts, principles, theories, laws and skills are included. 
Another problem pointed out by Graves (1979) is whether any particular 
framework needs to be used to structure the content: regional or systematic 
(as traditionally), thematic or concentric framework. The author prefers a 
thematic framework rather than no framework at all, because at research 
level geography is largely thematic and these themes often correspond to 
problem situations in society, the spatial aspects of which geography may 
give a contribution to their understanding, and as such students may see 
some purpose in the thematic framework. 
b) 	 Sociological and psychological considerations 
Sociological considerations concern for instance, the problem of deciding 
whether the same process of education should be applied to all pupils 
irrespective of their social background, otherwise one might get into a 
situation in which one kind of geography was taught to working class children 
who are expected to underachieve and another type to middle class children 
who are expected to overachieve (Graves, 1979). 
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Young (1971 a) also refers to issues raised by sociologists concerning the 
likely results of imposing a common system of knowledge on all pupils. 
In Portugal, since 1975, basic education is the same for all pupils, but the 
problem of different achievement according to social class background still 
remains. 
Psychological considerations should be taken in account too. 
Bennetts (1981) argues that an important element in the structure of courses 
is progression. A syllabus needs to show progression. Progression 'relates 
directly to what pupils learn, and its planning and evaluation require a clear 
conception of qualities and a good sense of direction. Progression is to be 
sought, not in some sequence of specific topics, but in the development of 
ideas, skills and sensibilities, for which the lesson content and activities 
should at least in part, be designed' (p. 166). 
The author points out (p. 175) the need for teachers be sensitive to their 
pupils' maturity and to match pupil's interests and capabilities with appropriate 
experiences and tasks, because 'whether or not we accept Piaget's 
conclusions that children pass through a number of distinct stages, it is clear 
that as they grow olderthey develop different styles of thinking and problem 
solving and they only gradually acquire the ability to appreciate some forms 
of reasoning'. Bennetts give examples derived from empirical investigation: 
the children's ability to read, interpret and draw maps (Catling, 1979), the 
understanding and judgement of adolescents (Rhys, 1972). 
Naish (1982) in an article entitled 'Mental development and the learning of 
geography' presents a summary of the influence of certain psychological 
variables on the teaching and learning of geography. Psychological variables 
must be considered in planning classroom experiences or field experiences 
as well as selecting content meaningful for them. 
The author (1982) refers to the works of psychologists: in the development 
of children's thinking (Piaget, 1929, 1962); on moral judgement (Piaget, 
1932) and moral development (Kohlberg, 1975); with implications for 
conceptual learning (Vigotsky, 1962; Bruner, 1960, 1967; Gagne, 1970); on 
spatial conceptualization (Piaget and Inhelder, 1956); and finally on perception 
(Piaget, Saarinen and others). In this article evidence is shown of the 
implications of these works on the teaching and learning of geography 
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(geographers tried to apply psychologists findings to geography teaching). 
It is also fundamental to take into account the problem of relevance in 
education which was mentioned above (see p. 36): relevance to society, to 
culture, to students, to teachers, to the community is judged of greatest 
importance. 
c) 	 Graves says that is also necessary to take into account 'situational' variables: 
the location and architecture of the school; local resources; staff available. 
It is evident that in a centralized system such as the Portuguese one, the 
consideration of these variables raises new problems, because it is necessary 
to structure one curriculum for the whole country. Obviously the location, 
architecture, resources and staff qualifications vary from school to school, 
and consequently it seems appropriate to design a curriculum with a 
structure that will permit an adaptation to different school situations because 
in a centralized system, adaptation to situational variables is possible mainly 
at instructional planning level. 
Curriculum evaluation 
Different approachesto curriculum evaluation have already been mentioned. 
It now seems evident that there is a generalization in use of approaches that 
give importance to qualitative aspects, to description and interpretation and not only 
to measurement and prediction. 
In geography, Marsden (1976 b, p. 3) defines evaluation as 'the making of 
qualitative and quantitative judgements about the value of the various curriculum 
processes'. For this author (idem, p. 5) evaluation is 'critical at each stage of the 
curriculum process, from the first stage of evaluation of the broad aims of a course, 
to the late stage of evaluation, which instruments of assessment to use and the final 
one of making judgements anew on the basis of the evidence which these 
instruments provide. Decisions made at a particular stage will affect and even 
prescribe those at subsequent stages, while these in turn will feed back to previous 
ones'. 
There is a vast literature on assessment in geography (Senathirajah and 
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Weis, 1971; Kurfman, 1970; Salmon and Masterton, 1974; Marsden, 1976 b; 
Graves, 1982 a; Jones, 1985). 
Different evaluation approaches which combine qualitative and quantitative 
techniques of evaluation were used in geography projects and courses. 
Kurfman and Richburg (1970, p. 40) stated in the final report of the High 
School Geography Project - H SG P (1970) that evaluation played a vital role in the 
curriculum development work of the project. 'Evaluation efforts conducted during 
the writing of Geography in an Urban Age contributed insights that ultimately resulted 
in significant improvements in the teachability of the units. Achievement and 
opinion data were used to determine what revisions to make. This information was 
then relayed back to the unit developers and course editors'. 
In relation to the 'Geography 16-19 project' the project team (Naish, Rawling 
and Hart, 1987) stated that due to the fact that priority was given to enquiry-based 
learning there was a need for a wide range of assessment methods and techniques. 
Figure 4.7 shows a 'detailed scheme of assessment for Project-based CEE (CSE) 
Course. (It is an example from a one-year course which has been running at Hartcliff 
School) and it shows evidence of the importance given to a wide range of 
assessment types. 
The project team besides assessment methods and techniques developed 
a system of 'illuminative' evaluation which included: an analysis by local 16-19 
groups of their own classroom experiences and communication of their analysis 
back to the team; specific evaluative information about the courses and materials 
from individual 16-19 geography departments; opportunities for discussion and 
critical comment at Project meetings; individual teachers presentation of evaluative 
summaries of their experience; and team visits and interviews with 16-19 teachers 
and students. 
The project team accepts the statement of Lawton (1981) that 'evaluation 
is much widerthan measurement. Although it does not necessarily exclude the use 
of assessment or measuring techniques, it does direct attention to other aspects of 
the learning process and its context. Evaluation is concerned more fundamentally 
with deciding on the value or worthwhileness of a learning process as well as the 
effectiveness with which it is being carried out'. 
In Portugal evaluation of the geography curriculum has never been carried 
out systematically. Modifications introduced in the curriculum were mainly based 
on curriculum developers' opinions, on teachers' individual opinions expressed to 
4•1n•••nn 
Written examination — 60% 
There will be one examination paper lasting 2% hours. The use of an approved atlas will be allowed. 
There will be 3 sections covering 3 major themes. 
Section A The Challenge of Natural Environments 	 (Theme 1) 
Section B Use and Misuse of Natural Resources 	 (Theme 2) 
Section C Issues of Global Concern 	 (Theme 3) 
Within each section or theme there will be two resource-based questions set, both on the core module 
of that theme. Candidates must attempt one question from each section. This part of the examination 
will test written communication, recall, comprehension, analysis, interpretation, evaluation and 
synthesis. 
Course work — 40% 
There will be one coursework assessment taken by ALL students. This will be set on 'Employment in the 
Local Environment' (Theme 4) and will be assessed in the form of 
(i) a data analysis test 5% 
(ii) a decision-making exercise 8% 
(iii) an essay 12% 
25% 
Coursework folders 
This will be a folder compiled throughout the course by the student and will be marked out of 15%. The 
elements, or reports, in this folder will be made up from the following modes of enquiry learning. 
1 Audio/visual stimuli (TV/Radio/Film) 
2 Visiting speakers 
3 Field visit — individual 
4 Field visit—group 
5 Written resources 
6 Primary sources (data) 
7 Interviews 
8 Group tutorials 
Five units of work must be presented, each being awarded a maximum of 3% making a total of 15%. At. 
least three separate modes of enquiry learning must be represented. 
First examined 1982. 
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the curriculum developers and on examinations results. Nevertheless evidence will 
be shown that in some cases curriculum alterations were caused by political 
changes consequently resulting in alterations in the dominant educational ideology. 
Figure 4.7  
Avon Geography 16-19 Group. Detailed scheme of assessment for Project-based CEE (CSE) Course. 
(Naish, Rawling and Hart, 1987, 205) 
Specially during teacher training, teachers in charge of teacher training or 
undergoing teacher training tried to develop assessment methods and techniques. 
Specially since 1986 Portuguese geography teachers have been asked to 
collaborate in environmental education projects. These projects are co-ordinated 
by the DGES. Cavaco (1986) was then in charge of doing the project evaluation and 
says that quantitative and qualitative methods were employed but the last ones 
prevailed. Evaluation procedures included diary records, scaling methods, 
questionnaires, interviews and observation. 
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The Instructional Planning Level  
Figure 4.3 represents Graves' model for curriculum planning at the 
instructional level. The author points out that 'planning at this level needs to be 
based on the content suggested by the general planning level and yet be flexible 
enough to adjust to what may be important but passing events' (op. cit., p. 50). At 
this level planning should take into account students and teachers characteristics, 
school location, architecture, equipment and resources. Teachers strategies are 
also affected by the characteristics indicated above. 
The use of the 'situational' model developed by Skilbeck (1984) (see 
Chapter 3) could be very useful at this curriculum planning level. This aspect will 
be developed in the last chapter of this work. 
As Marsden (1976 b) pointed out evaluation is needed at every stage of the 
curriculum process (seep. 69) and at this level feedbackto future teaching units and 
feedback to General Planning Level is needed. 
4.3 Curriculum Development Projects in Geography 
It seems useful for curriculum planners to examine previous projects in 
geography to see the advantages and inconveniences of different curriculum 
development practices put forward by others. 
The Earth Science Curriculum Project (ESCP) and the High School 
Geography Project (HSGP) developed in the USA in the 60's are two projects of 
relevance to geography and examples of a style of curriculum development which 
were to have later parallels in Britain. 
The first of these projects ESCP has received little attention in Britain (Hall, 
1976) and the second one the HSGP, had some impact on British geographical 
education. 
The ESCP is mainly a study of the evolution of the planet Earth written by 
scientists and teachers. One book 'Investigating the Earth' was published in 1967 
after three years of school trial and two trial revisions. The approach of ESCP is 
enquiry-based, with a range of scales from planet to atom within the same context 
area, to support the more abstract principles used. 
72 
The study has 26 different topics and according to Hall (1976), geographers 
in Britain are only concerned with five of these topics: Water in the Air; Energy, 
Moisture and Climate; the Land Wears Away; Mountains from the Sea; and 
Evolution of Landscapes. This fact probably explains why the ESCP received scant 
attention from British geographers. 
In Portugal this project had some influence probably because it was 
'translated into Portuguese and published in 1975, in Brasil. In the bibliography 
indicated forthe 7th and 11th years of schooling (in both cases in 1979) the volumes 
I and II of the ESCP book 'Investigando a Terra' are included. 
The ESCP was written by over forty scientists and secondary school 
teachers working together during a couple of months, divided into small teams. 
Editors and illustrators worked with the teams. Material was written, reviewed, 
edited, revised and rewritten. The first version (in draft form) was used by teachers 
who were carefully selected. Their comments and criticisms were the basis for 
further editing and revision before going into final printing. 
The HSGP began in 1961 and W. Pattison the first director organized 
conferences with academic geographers, teachers and educators where they 
drafted a curriculum proposal. A dozen teachers developed new materials and 
academic geographers served as subject matter consultants. N. Helburn (1983) 
says that this model of curriculum development helped individual geography 
teachers, but resulted in practically nothing which could be circulated to help more 
teachers. A pamphlet was written by Clyde Kohn with the best he could gatherfrom 
the work of these teachers, but it had little impact because American teachers were 
not sufficiently trained in the discipline to find its most powerful explanatory ideas. 
HSGP shifted to a model of leadership 5. The steering committee was made 
up of academic geographers. The development of material was done by small 
teams led by one or two university geographers working with teachers, other 
educational specialists and, where available, editors. They had six to nine months 
and money to develop materials, they were tried in a few classrooms and then 
revised. To Helburn this model of development working in small teams allowed 
much greater flexibility than the ESCP writing conference model. 
To Kurfman and Richburg (1970) evaluation played a vital role in the 
curriculum development work of the HSGP. Evaluation conducted during the 
writing of 'Geography in Urban Age' contributed to significant improvements in the 
teachability of the units. Achievement and opinion data were used to determine 
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what revisions to make and this information was then relayed back to the unit 
developers and course editors. 
HSGP was published in the form of a complete one-year course that 
includes student resources, teacher's guide, color slides, audio tapes, student work 
manuals, decks of role cards, activity sheets, overhead transparencies and 
hardware models. Each lesson in the whole course carries detailed instructions for 
classroom organization and procedures. Typical of these suggestions are open-
ended inquiry questions which focus on materials rather than on people, questions 
for which there are no `correct' answers (Gunn, 1972 a). The course is entitled 
`Geography in an Urban Age'. It is a one-year course for students aged fourteen to 
sixteen and the materials are divided into six units: Geography of Cities; 
Manufacturing and Agriculture; Cultural Geography; Political Geography; Habitat 
and Resources; Japan (see Figure 4.8). 
Unit Integral Activities Related Optional Activities 
1 
Geography 
of 
Cities 
1. City Location and Growth 
2. New Orleans 
3. City Shape and Structure 
4. Portsville 
5. Sizes and Spacing of Cities 
6. Cities with Special Functions 
A Tale of Three Cities 
Bruges 
Time-Distance 
Migrants to the City 
Megalopolis 
Local Community Study 
Local Shopping Survey 
2 
Manufacturing 
and 
Agriculture 
1. Geographic Patterns of Manufacturing 
2. The Importance of Manufacturing 
3. Location of the Metfab Company 
4. Graphic Examples of Industrial Location 
5. Hunger 
6. The Agricultural Realm 
7. Interviews with Farmers 
8. The Game of Farming 
9. Enough Food for the World 
Locating Metfab in the U.S.S.R. 
Two Case Studies 
3 
Cultural 
Geography 
1. Different Ideas About Cattle 
2. A Lesson From Sports 
3. Expansion of Islam 
4. Canada: A Regional Question 
5. Culture Change: A Trend Toward Uniformity 
Games Illustrating the Spread of Ideas 
Supplementary Reading: The Long Road 
4 
Political 
Geography 
1. Section 
2. One Man, One Vote 
3. School Districts for Millersburg 
4. London 
5. Point Roberts 
5 
Habitat 1. Habitat and Man 2. Two Rivers 
3. Watchung 
4. Rutile and the Beach 
5. Flood Hazards 
6. Water Balance 
7. Waste Management 
6 
Japan 
1. Introduction to Japan 
2. Traditional Japan 
3. Japan Today 
4. The Modernization of Japan 
Figure 4.8  
Geography in an urban age - activities by unit. 
(Patton, Ed., 1970, 4) 
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Helburn (1983) states that the initial orientation of the HSGP was towards 
positivist science, but certain of its activities should have served to ameliorate the 
worst excesses of scientific objectivity in a human science. The proposed inquired-
based approach and the questions for which there are no 'correct' answers counter 
the view of a crude positivist objectivity. 
Helburn states that in the USA the influence of the HSGP was small and after 
some effort made on teacher training (not enough due to the lack of money) only 
a few teachers were using the materials. He explains that within the social system 
as a whole, schools serve a system maintenance as well as a system improvement 
function, most teachers in most schools are so concerned with the socialization of 
students that they will not use inquiry materials. Single right answers are preferable 
to multiple or ambiguous solutions when the teacher wants to reward the conforming 
student and penalize the others. The HSGP includes 'exciting challenging materials' 
but 'the evidence points to a conclusion that schools in general are not ready to 
adopt materials that make geography come alive in the classroom' (Helburn, 1983). 
A revised version of the HSGP was published in 1980 and a new interest in 
geography grows in the USA. 
With respect to the influence of HSGP on British geography, Graves (1968 a, 
p. 70) states that there was in the HSGP, a greater tendency to develop theoretical 
models which had been the case in UK schools since 'we have tended here to think 
in terms of what James Fairgrieve called 'real geography', that is to emphasize that, 
when an area is being discussed an accurate image of what it is really like is the 
important thing to convey to pupils this, of course, is a laudable enough aim, though 
it could limit the teacher to what might be called 'descriptive' geography 'and has 
a tendency to put over an image of geography as an 'idiographic' subject, 
concerned with the unique personalities of certain regions, although much of the 
geography done at higher level is not of this kind. Now in the HSGP although there 
are plenty of examples taken from reality, there is also an attempt to use models 
of reality'. As a conclusion the author argues that he is not claiming that the 
materials produced by the HSGP could be transposed without modification to a 
British situation but that geography teachers in the UK ought to become familiar with 
this project and the ideas behind it. 
Walford (1981 a) states that the HSGP was the first attempt to translate 'new 
geography' to secondary school level, and its units of work were influential among 
English innovators, although its selling price was fartoo high ever for it to have great 
commercial success in the UK 6. 
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The Schools Council Projects 
'The Schools Council for the Curriculum and Examinations' that began to 
operate in 1964 was in charge of advising on Curriculum and Examination matters. 
It was advisory not only to the ME alone, but to all interests. Teachers had a majority 
on most of the important Council committees. 
From the beginning the Schools Council role was not to determine schools 
curricula, but to make available a wide choice of materials and suggestions. It had 
a very important role in promoting, organizing and financing curriculum change in 
Britain. It had a programme of curriculum development projects that Lawton (1983) 
states must be called a cafeteria basis: teachers would be offered three or four 
different kinds of science and each school would choose or not projects on different 
subjects according to the needs and interests of its pupils. The author (1983, p. 127) 
states that 'this doctrine was perhaps a combination of a genuine dislike of too much 
central control, plus an over-optimistic view of what the average school could 
achieve without guidance (or possibly an underestimation of the difficulties involved 
in curriculum planning, curriculum innovation and, above all, the problem of 
disseminating good ideas from the centre (Schools Council) to the periphery (the 
schools)'. But the same author argues that 'much of the curriculum development 
work of the Schools Council was of a very high standard'. 
Among the curriculum development projects several concerned Geography 
and 'Geography for the Young School Leaver' was one of the most successful 
Schools Council projects. 
The 'Geography for the Young School Leaver Project' (GYSL) 7 
The major recommendation of the Newsom Report was that the school-
leaving age should be raised from 15 to 16 (which happened during the academic 
year 1973/74). The GYSL was set up as part of the School Council's programme 
for the raising of the school leaving age. 
The project started in 1970 and according to the project team coordinated 
by T. Higginbottom, its aim was 'to investigate the contribution that geography might 
make to the education of 14-16 years old, with the premise that 'all pupils, 
irrespective of ability, should be given the opportunity to explore similar basic ideas 
at different levels of sophistication'. The GYSL was specially addressed to pupils 
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of average or below average ability but the aim of the project team was to research 
materials and teaching methods which could be adopted for use right across the 
ability range. The project team produced multi-media packages containing a 
teacher's guide, teacher materials and sufficient pupil materials for a class (the 
packages include maps, filmstrips, slides, overhead projector transparencies and 
games). The packages are on three different themes: Man, Land and Leisure; 
Cities and People; People, Place and Work. 
According to T. Higginbottom (1980) 8 it is necessary to look to the key 
principles upon which the GYSL development work was based to know what sort 
of geography is transmitted by the project. These are: 
1. The need to focus as much on the objectives of school geography as on the 
design of learning experiences. This involves a consideration of the knowledge 
which is to be acquired, the concepts and key ideas to be understood, the 
skills mastered and the attitudes and values to be clarified; 
2. The importance of recognizing that school geography concerns cognitive 
learning (knowledge and understanding), as well as affective learning 
feelings and emotions; 
3. That the objectives of teaching geography in the 14-16 age range are 
common to pupils of all abilities, a principle consistent with the aims of 
comprehensive education; 
4. A recognition that geography in schools exists primarily to serve the needs 
of pupils; to prepare them for life in a modern industrial society and to make 
them adaptable in order to meet the demands of this society. Consequently 
there should be emphasis on problem solving and enquiry-based learning; 
5. The content of the subject should be concerned with spatial 'patterns' and 
the 'processes' which determine them (this involves a consideration of both 
man/land and man/man relationships); 'precision' identification and 
investigation of the fundamental spatial concepts associated with the 
discipline; 'precision' also implies that it is necessary that pupils must 
observe measure and quantify accurately; 'prediction' the use of predictive 
models as an aid to understanding; 
6. The content should contain a balance between local, national and international 
contexts; 
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7. There should be a balanced variety of classroom activities (for example, 
between didactic teacher presentation, worksheet schemes (individual or 
group); discussion work in groups, role play, operational games, fieldwork 
and data collection in order to motivate the pupils); 
8. An attempt should be made to relate the content of geography with other 
curriculum areas (for example: English, arts, etc) in order to develop certain 
skills; 
9. To see testing in schools not merely to rank pupils, but essentially to 
determine whether or not objectives have been achieved, and consequently 
to evaluate and plan the teaching process; 
10. External examinations should reflect the above principles and not impose 
constraints upon classroom activities. The dialogue between examiners, 
moderators and teachers should be as close as possible, as part of the 
process of evaluation. 
In 1981 all fourteen CSE boards had already accepted Mode 3 syllabuses 
based broadly on the project's themes and eight had established Mode 1 or 2 
schemes. GCE boards operated GCE 0-level syllabuses based on the project's 
themes and the same happens now in relation to the new examination the GCSE 
- General Certificate of Secondary Education. A research undertaken by the 
Council's Impact and Take-up Project showed that 66% of geography teachers had 
been in contact with the project; 54% of heads of geography departments used it; 
and there was at least one person making some use of the project in half of the 
secondary schools in England and Wales (Steadman et al., 1981). 
Stenhouse (1980) observed that GYSL 'started with a resolution to 
disseminate vigorously and in terms of adoption it is the most successful of all 
Schools Council projects'. 
Boardman (1985 b) argues that much of the success of the GYSL Project 
may be attributed to its carefully managed dissemination. GYSL dissemination 
strategy was based on co-ordination at three levels: national, regional and local. At 
national level there was a co-ordinator, a member of the original project team 
responsible for organizing a national project resource centre at Sheffield and for 
maintaining liaison with 12 regional co-ordinators, most of whom were college of 
education lecturers. At regional level England has been divided into nine regions 
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each consisting of a number of local education authorities (LEAs), Wales, Scotland 
and Northern Ireland constitute the other three regions. The regional co-ordinators 
that had a key role in dissemination, organized residential training courses to teams 
of teachers from different LEAs (each team had a local co-ordinator) or conferences 
only to local co-ordinators (local co-ordinators were in most cases an adviser, 
inspector or teachers centre leader, but occasionally a college lecturer or senior 
teacher). The purpose of theses courses and conferences was essentially to 
familiarize teachers with the project's ideas and materials. At local level, the local 
teams with its co-ordinator had the function of enabling teachers to collaborate 
during the period of project implementation; the groups collected local resources, 
which were sometimes developed into local curriculum units or case studies 
(relating to topics similar to those in the project's three themes) (Boardman, 1980). 
The GYSL project adopted the centre-periphery model as the main approach 
to its national dissemination strategy but it also used the proliferation of centres 
model at both the regional and local levels. 
Boardman (1988) analysing the GYSL dissemination process uses the 
Schon's (1971) models of the diffusion of innovation (see p. 37-38). According to 
the author in GYSL 'the initial use of the centre-periphery model at national level 
was supplemented by a strategy which ensured a proliferation of centres. The 
primary centre supported and managed the secondary centres represented by the 
regional co-ordinators, where there was stability and continuity through the 
project's life. The weakness of the system lay at the local level where the primary 
and secondary centres could offer their support but had to respect the autonomy 
of individual schools. The result was that patterns of shifting centres emerged within 
LEA boundaries; project schools appeared and disappeared, often to be replaced 
by others' (Boardman, 1988, p. 93). 
The success of GYSL can be explained by the fact that besides the 
dissemination process, it furnished teachers with all the resources they needed in 
the classroom; each topic could and was exploited in the local situation of one 
school, to be of interest to the pupils and relevant to their lives; it was adaptable for 
use right across the ability range of pupils, which was very important during a period 
where the number of comprehensive schools was growing rapidly; and finally it 
introduced in 'an easy way' to teachers the 'new' geography in the classroom, 
motivating at the same time the pupils through the variety of activities it proposed. 
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The Geography 14-18 Project'  9 
In justification of the relevance and interest of the project, the 14-18 Project 
team statesthat research revealed a growing dissatisfaction among many teachers 
both with the geographical content of their courses and with the teaching methods 
they felt compelled to adopt as a result of the existing examination syllabuses, 
particularly at 0-level, and of the mode of assessment used by the boards: over-
emphasis on factual recall in examination papers and the dominant position of 
regional geography in many syllabuses. Teachers would have liked to make the 
teaching of geography for able students more stimulating and intellectually exciting; 
they would have liked to incorporate new developments in the subject into the 
curriculum and to make the teaching of geography relevant to real-world issues by 
linking it with planning and development problems in developed countries and the 
Third World (Tolley and Reynolds, 1977). 
The project was established in 1970, the same year as GYSL and was 
aimed principally at the more able pupils in the 14-18 group, but in 1972 the project 
team took the decision to concentrate on developments at 0-level, and became a 
project for the 14-16 age range due to limitations of resources and because it was 
thought that change was more urgently needed at this level. As was seen above, 
GYSL was specially concerned with the same 14-16 age-range, but for pupils of 
average or below average ability (at least initially). Both projects accepted the idea 
that it was desirable that changes in university geography (the 'new' geography) 
should influence the geography taught in schools but they differed as to how this 
might best be done. It has also been indicated that the GYSL team prepared 
packages with all the materials needed for classroom teaching, the 14-18 Project 
team policy 'was aimed at developing the resources, modes of working and 
organizational support which would increase the ability of teachers to make 
curriculum improvement a school-based activity and hence an integral part of their 
work. It is, therefore a policy of enhanced professionalism' (Toley and Reynolds, 
1977, p. 2). 
The project team formulated a threefold strategy: 
1. developing new examinations which gave teachers a greater say in syllabus 
planning and the assessment of their pupils; 
2. providing support for teachers through teacher groups, and in-service 
courses; 
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3. 	 publishing resources and a teacher's handbook, and by maintaining a 
resource bank of teacher-produced materials. 
(Schools Council, 1980). 
Hickman, Reynolds and Tolley indicate the sort of geography that was 
transmitted by the project: 
Anew geography' more critical of concepts and models that had previously 
been taken largely for granted (there is a need for quantified evaluation of how well 
models and concepts used in geography match the real world) more enterprising 
in devising new models and in borrowing ideas like systems-analysis, or methods 
of evaluation from other subjects. 'Of course this... does not mean that all 
geography must now involve explicit consideration of concepts and models, still 
less formally quantified analysis or hypothesis-testing; or that there is no place for 
descriptive and regional studies. But it does mean that geographers need to be 
clear about the purpose and assumptions underlying particular studies' (Hickman, 
Reynolds and Tolley, 1973, p. 3). 
Walford (1980) (A regional co-ordinator for 'Geography 14-18') states that 
the rubric at the head of the 14-18 0-level paper conveys more eloquently than any 
explanation, the spirit of geographic learning intended and the purpose of the 
examination: 'Some of the questions probably contain information about places 
which neither you nor the other candidates have studied in detail. This should not 
prevent you from attempting these questions - it is not your factual knowledge of 
these places which the examination is trying to test but your ability to use skills and 
ideas and to interpret and apply information. The use of an atlas is permitted in the 
examination room' (Walford, 1980, p. 21). 
'In 1980 nearly 5.600 candidates from 120 schools sat the 0-level examination 
based on the project's approach and many more followed related CSE courses. In 
September 1980 a pilot group of schools started courses leading to a project-based 
16 + examination' (Schools Council, 1980). The 0-level scheme was a radical 
innovation in that only 50% went to a common final examination consisting of data 
response questions; 30% for five units of coursework devised and assessed by the 
teacher and 20% for an individual study assessed by the teacher. (The internally 
assessed components were externally moderated). 
In order to disseminate the project, the project team worked with 10 pilot 
schools from 1972 to 1974. The team helped teachers to be involved in the process 
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of school-based curriculum development (reconsidering their aims and methods, 
developing their own materials and acquiring expertise in assessing their pupils' 
work). Candidates from the 10 pilot schools sat the first examination in 1974. 
Dissemination was undertaken by asking LEAs to form a consortia of schools (5 or 
6 schools) to prepare candidates for the new 0-level examination. 
The results of this dissemination in the words of Boardman (1980) have 
been very modest: 2% of the secondary schools in England have implemented the 
project's scheme. A few schools in Northern Ireland have adopted it, but no schools 
in Wales or in Scotland have done so. The same author argues thatthe main reason 
for the slow rate of adoption is the extra burden of preparation and marking which 
is placed upon teachers. 
Making a comparison with the GYSL project, Boardman says that the 
contrasting strategies and result impact of these two geography projects forthe 14-
16 age range will be apparent. The order of priorities in GYSL dissemination 
strategy was first, materials production; second, teacher involvement; third, 
examination renewal. Geography 14-18 reversed these priorities, putting examination 
renewal first, since this then facilitated full teacher involvement, which in turn 
resulted in the preparation of teaching materials. Ideas from the Geography 14-18 
0-level scheme spread to average-ability pupils as teachers negotiated parallel 
CSE courses. Conversely, GYSL ideas spread to above-average ability pupils 
through an 0-level scheme. These facts demonstrated the possibility of a common 
system of examining at 16-plus proposed for the mid 80's (Boardman, 1980) 1°. 
The Geography 16-19 Project'  
This project was one of the last of the major Schools Council curriculum 
development projects. The project's work started at the Institute of Education 
University of London in 1976. 
The aims of the project were (1) to involve teachers and lecturers in a 
reconsideration of the objectives, content and teaching methods of geography 
courses for the 16-19 age group, and (2) by means of this involvement, to help them 
to appreciate the significance of their role as curriculum developers. 
In the research phase of the curriculum development process, in order to 
provide a basis for development work, the project team undertook a survey of the 
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16-19 geography curriculum as it was in early 1977: an analysis of the needs of 16-
19 students in full-time education; and an analysis of the nature of the subject and 
its potential contribution as a medium for education. This led to a statement of broad 
aims for 16-19 courses. In order to operationalise these aims a Project curriculum 
framework was produced, which included concepts, skills and values from which 
to construct courses at differing levels for 16-19 year olds. 
In the implementation phase this framework was put into action. This was 
achieved through the development of courses at Advanced level and the Certificate 
of Extended Education and through constructing a module for BTEC courses at the 
National level. Latterly the Project also produced guidelines on the contribution of 
geography for 17+ courses, focusing in particular on the CPVE (Certificate of Pre-
Vocational Education). 
A network was then established of approximately ninety schools and 
colleges for the purposes of development, evaluation and dissemination of all 
aspects of the project's work. Teaching materials to support these courses were 
developed by the team, by linked teachers and by specialist authors. The trial 
materials were evaluated in schools and colleges. These materials included 
suggested strategies for teaching. Aselection of materials was published. Examination 
courses have also been evaluated and ameliorated. To disseminate the Project 
conferences were organized from late 1983, to stimulate the development of local 
teachers groups working in the Project. 
The Project's team shows evidence of the importance that an effective 
concurrent evaluation had throughout the Project's life (Schools Council, 1981 a; 
Naish, Rawling and Hart, 1987). 
The curriculum framework shows evidence of the sort of geography that was 
transmitted by the project: a distinctive approach to geography:the Man-Environment 
with an 'emphasis on the examination of questions, issues and problems arising 
from man's interrelationships with his environment. "Environment is used in its 
widest sense, to include the physical, socio-cultural and behavioural environments 
influencing and influenced by man"; a statement of aims in accordance with the 
approach; and four majorthemes summarizing the approach: 1 -Natural Environments 
- the Challenge for Man' - 'this theme focuses on understanding the complex 
interrelationships between man and natural systems and environments'. 2 - 'Use 
and Misuse of Natural Resources' - 'this theme will provide the opportunity for 
consideration of the nature of resource supply and demand, changing attitudes 
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to resource use, further resource development and the environmental and spatial 
consequences of the way man obtains and uses resources'. 3 - 'Man Environment 
Issues of Global Concern' - 'this theme is concerned with important questions about 
man's relationship with his environment... which may be considered to be of global 
concern in that they have actual or potential implications for the whole of mankind'. 
4 - 'Managing Man-Made Environments and Systems' - 'Under this theme, the 
emphasis is on man-made systems and structures such as transport systems and 
built-up areas, which have been created to enable man to fulfil his varied needs in 
an increasingly complex world'. 
The framework also includes knowledge principles based on the approach 
and a set of key questions and guiding concepts, suggestions on coverage of a 
range of scales and environments and guidance on enquiry-based learning in order 
`to offer advice on the construction of geography courses for 16-19 year-old 
students' (Geography 16-19 - Main Elements of Curriculum Framework for 
Geography 16-19, March, 1980). 
In the 'Curriculum Framework' dated May 1985 it is pointed out that it 
consists primarily of: a distinctive approach to geography (where `man's inter-
relationships with his environment' (1980) is replaced by 'people with their varied 
environments' (1985), and an enquiry-based approach to learning (Geography 16-
19 - The Curriculum Framework, May, 1985; Naish, Rawling and Hart, 1987) (see 
Figures 4.9. 4.10 and 4.11). 
It was mentioned above that the framework was put into action through the 
development of courses at A level, CEE, BTEC and CPVE. The A level syllabus 
project is now examined by the University of London, Schools Examinations Board 
on behalf of all the GCE Examining Boards. The A level assessment - 65% goes 
on two examinations papers, set and marked by the Board; 24% goes in coursework 
and is set and marked by the teacher and 11% goes on Individual Study, marked 
internally by teachers and moderated by the Board. 
Boardman (1980, p. 116) points out that there is 'a fundamental difference 
between Geography 14-18 and Geography 16-19. In the earlier project the 
emphasis was on changing the examination system before teachers could become 
involved in curriculum development. In Geography 16-19 the emphasis from the 
start has been on the involvement of teachers as curriculum developers'. 
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An approach to geography which: 
• focuses on the inter-relationships between people and their environments 
• takes as its starting point enquiry into questions, issues and problems of 
relevance in the world today 
• offers a clear perspective on the contribution of geography to environmental 
understanding and to environmental action 
• provides opportunities for organising study in an enquiry-oriented sequence 
so that students can develop a range of skills 
• facilitates the introduction of controversial topics and the provision of 
opportunities for values enquiry 
• is outward looking and encourages links with other subject areas and with 
activities beyond school 
• emphasises understanding and awareness of place and space 
• enables students to gain useful knowledge about a balanced selection of 
areas and places in the world 
• offers the possibility for enquiry to draw on new approaches to geography as 
appropriate to the topic 
Figure 4.9  
Characteristics of the approach to geography. 
(Naish, Rawling and Hart, 1987, 41) 
An approach to learning which: 
• identifies questions, issues and problems as the starting points for enquiry 
• involves students as active participants in a sequence of meaningful learning 
through enquiry 
• provides opportunities for the development of a wide range of skills and 
abilities (intellectual, social, practical and communication) 
• presents opportunities for fieldwork and classroom work to be closely 
integrated 
• provides possibilities for open-ended enquiries in which attitudes and values 
may be clarified, and an open interchange of ideas and opinions can take 
place 
• provides scope for an effective balance of both teacher-directed work and 
more independent student enquiry 
• assists in the development of political literacy such that students gain 
understanding of the social environment and how to participate in it. 
Figure 4.10  
Characteristics of the enquiry-based approach to learning. 
(Naish, Rawling and Hart, 1987, 46) 
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AIMS FOR COURSES DERIVED FROM THE CURRICULUM FRAMEWORK: 
Courses should enable candidates to acquire: 
Awareness and understanding 
1 an awareness of the geographer's contribution to understanding and attempting to resolve 
environmental questions, issues and problems at different scales, and so an understanding of: 
(a) the key questions and guiding concepts of geography 
(b) the functioning and characteristics of both natural and human systems and their inter-
relationships 
(c) methods of recognising, describing and analysing the spatial consequences of inter-relationships 
between people and their environments 
(d) processes operating to produce spatial patterns and structures. 
Knowledge 
2 knowledge of some regional and systematic aspects of the geography of selected parts of both the 
developing and the more developed world 
3 knowledge of the global implications of some important environmental issues in the modern world 
Skills 
4 a degree of competence in practising a range of intellectual, social, communication, practical and 
study skills, including particularly the ability to use and prepare maps of different types and scales 
5 the ability to use such skills in following through logical steps in geographical enquiry and the 
clarification of values 
Attitudes and values 
6 an attitude of concern for the quality of environments, for the condition of human life and for the 
biosphere as a life support system 
7 the ability to relate to the environment and to sense conditions which either enhance or threaten 
survival of living things 
8 an approach to learning which will facilitate awareness of the nature and significance of attitudes and 
values in environmental questions, issues and problems 
9 the opportunity to clarify and develop personal values in relation to environmental questions, issues 
and problems 
Figure 4.11  
The character of Geography 16-19 courses. 
(Naish, Rawling and Hart, 1987, 51) 
As was indicated above the Geography 16-19 dissemination took place by 
means of courses and conferences and publications, contributions to working 
groups and committees, and through the participation of Project teachers. A major 
dissemination action took place in 1983-84, initiated by a letter to all schools and 
colleges with 16-19 year old students and to all LEAs in England, Wales and 
Northern Ireland. Later a dissemination conference programme was organized and 
recently the team planned a full regional network increasing the number of co-
ordinators and local curriculum groups and ensuring LEAs support. In 1987 the 
network was not complete but according to the Project team 
(p. 234-235) 'the Geography 16-19 policy of continual dissemination throughout its 
life, has provided the vigour necessary to carry it through the transition from a 
centrally funded and team-administered Project to a genuinely local and school-
based development'. The Project team also points out that adequate funding is not 
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available today. This has undoubtedly rendered the process of dissemination more 
difficult but the number of 16-19 groups existing, of courses being run and 
publications being sold is increasing (Naish, Rawling and Hart, 1987) 11. 
In a highly decentralized system like that of England and Wales, at the time 
of the Schools Council Projects being developed, the schools had the control of 
their own curriculum and the dissemination of a project was dependent ultimately 
on the interest of the Head of Department (or Departments in the case of Integrated 
Studies Projects) on it. If the Head (or the teacher in charge of teaching the project) 
moved, the interest of the school in the project could disappear and Boardman 
(1988, p. 93) shows evidence in relation to the impact of GYSL of the emergence 
and disappearance of individual project schools due to decisions taken by those 
responsible or by the movement of teachers even when there was a national and 
regional network of support and he states 'the dissemination and implementation 
of a curriculum project are processes rather than events and they take place 
gradually over many years. The spread of a project appears to begin slowly before 
accelerating to reach a peak, only to be followed by a period of contraction, 
particularly at a time of falling numbers of pupils and increasingly centralized control 
of the curriculum'. 
The analysis of these projects permits one to draw some important 
conclusions for curriculum development: 
a) The development of teaching materials in small teams, including higher 
education teachers or other specialist authors, school teachers, other 
educational specialists and where available editors, illustrators, seems to be 
appropriate to get good results; 
b) Evaluation conducted during the writing of materials contributes to significant 
improvements in the teachability of the materials; 
The dissemination strategy is fundamental - a process of dissemination 
based on good co-ordination at three levels; national, regional and local 
seems to be efficacious. Probably the Schon 'centre-periphery model' (see 
p. 37) is the most appropriate; 
d) 	 Training courses and conferences are needed to familiarize teachers with 
the project's ideas and materials; 
87 
e) Materials should be flexible enough to be adaptable to pupils of different 
abilities and interests; to different teachers' expertise; and to school conditions 
(location, availability of teaching resources,...); 
f) It seems that teachers adopt teaching packages which contain all the 
materials needed for classroom teaching more easily. 
Nevertheless, school-based curriculum development would demand an 
increasing ability from teachers to make curriculum improvement, to develop 
teaching and assessment materials; 
g) These projects can be efficacious in the dissemination of new geographical 
ideas, teaching strategies and evaluation techniques; 
h) In England and Wales the fact that project syllabuses can be examined by 
specific examinations give rise to problems of co-ordination with a National 
Curriculum. 
4.4 Curriculum integration  
Before ending this chapter it seems necessary to focus on another problem, 
that of the 'integrated studieq movement'. 
In Britain the social studies movement was important in later 40's and 50's 
and in the early 60's it was still alive. It appeared due: to the influence of the USA 
where it was very successful; to the pressure of subjects in school curricula; to the 
influence of a new educational theory. For its adherents, education was a social 
process, the child acquired education through experiences and activities related to 
the contemporary world. The curriculum therefore ceased to contain separate 
subjects on traditional lines: these were replaced by 'projects' centred on social 
topics and by activity methods of study; and finally by the need for training teachers 
quickly (RGS Education Committee, 1950). 
According to Graves, in the late 60's the curriculum of the 'Humanities' side 
could include different schemes of integrated studies where geography might or 
might not be involved. At the time 'as far as may be judged, comparatively few 
schools operate any of these schemes' (Graves, 1968 b). 
Nevertheless the integrated studies movement has increased since then 
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due to three main courses: 
Firstly, to the influence of some Schools Council Projects such as: the 
'Environmental Studies 5-13 Project', 'History, Geography and Social Science 8-
13 Project', the 'Humanities Curriculum Project' and the 'Integrated Studies Project' 
and of the American project 'Man: A Course of Study' (MACOS), based on the work 
of Bruner (1966). 
Secondly, due to the many contemporary pressures on the curriculum 
which encourage the introduction of combined studies. Among them, four are 
particularly influential. They are: 
'1. The needto give the curriculum in all schools a multi-ethnicdimension; 
2. the introduction of world studies and peace studies; 
3. the forging of links between schools and industrial organizations; 
4. the need to protect and conserve the physical and human environment 
from small and large acts of vandalism' (Williams, 1985, p. 223-224). 
Thirdly, due to: 
a) the organizational and administrative context of a particular school (to 
ease the transfer of pupils between schools, to simplify the timetable 
or to reduce the range of options for examination candidates); 
b) to the curriculum arrangements within a school (a humanities course 
for all pupils avoids the need for pupils to choose between history and 
geography - this is linked with the provision of a core curriculum); 
c) to teachers who favour an open approach to teaching and learning in 
which subjects boundaries are seen as barriers limiting study; in this 
open approach there is an emphasis on problem solving and enquiry-
based learning, the utilization of fieldwork and of a wide range of 
resource materials often in open plan classrooms; 
d) to the study of topics or units of work in combined studies which are 
derived from conventional school subjects (Williams, 1985). 
In Portugal, in the past there were attempts at curriculum integration too. 
89 
Geography was linked with natural sciences or with history in the curriculum for 10-
12 years old pupils. According to the new reform of the education system, 
geography will be integrated with history in the curriculum for the same age group 
and both are included with Portuguese and a Foreign Language, inside a 
pluridisciplinary area - called 'Languages and Social Studies'. The arguments for 
this integration did not differ very much from those indicated above: it permits a 
better articulation with learning experiences which occur at primary education level; 
reduces the range of disciplines and avoids a too early specialization; it favours an 
open approach to teaching and learning and consequently to the development of 
multidisciplinary projects. 
Kelly (1982) points out that curriculum integration creates theoretical 
problems 12; has social and political implications and causes administrative and 
practical problems too. At school level integration implies changes in the social 
order of the school. It has implications for the hierarchy of order and control within 
the school, for teacher relationships with each other, for their roles and for 
relationships between teachers and pupils. Integration often also raises problems 
for the organization of the school (accommodation, timetabling); and can make 
demands on extra-resources (books, equipment, storage facilities), and on the 
keeping of adequate records. If team teaching is adopted integration creates new 
roles for teachers; makes new demands on their skills; and also creates the need 
for adopting new attitudes towards their professional tasks, their colleagues and 
their pupils. In-service training is necessary to meet these needs. Integration has 
also important implications for assessment and for public examinations. 
Kelly (1982) says that issues raised by integration for schools and for 
teachers should be carefully thought-out if such a step is to be taken successfully 
and chaos and confusion avoided. 
This issue will be approached again in relation to Portuguese reality as well 
as the problem of influences and constraints on curriculum development in 
Portugal. 
In the following chapter a historical perspective of the evolution of geography 
in Portugal, especially at secondary education level will be presented. Marsden 
(1976 b, p. 73) states: 'no curriculum planning exercise in a subject area can afford 
to neglect the historical perspective. A subject's traditions, both at the frontiers of 
knowledge and at school level, are variables to be considered'. 
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5.1 Introduction  
The main purpose of this chapter is to analyse the evolution of geographical 
education at secondary school level in Portugal. Special importance will be given 
to the evolution of the secondary school curriculum but also other aspects of 
geographical education that seem indispensable to explain this evolution, will be 
mentioned. 
For facility of presentation of the facts and their explanation it is possible to 
distinguish several periods in the evolution of geographical education. Forthe same 
reasons different sources of influence on the growth of geographical education are 
indicated, though they have close interrelationship between them. 
Though the evolution of geographical education at secondary level is our 
main purpose, the evolution of the subject at academic level and primary level will 
often be mentioned. This is necessary, to give a full explanation of the evolution of 
the subject at secondary level. 
Primary and secondary sources will be used to describe and explain this 
evolution. The first are legislation and other official documents concerning secondary 
school education and specially geographical education at secondary level. To 
explain the evolution of the discipline at academic level secondary sources will be 
generally employed. 
The researcher, conscious that there is a discrepancy between legislation 
and other official documents concerning geographical education in school and the 
teaching practised there, will try to show evidence for this lack of agreement. This 
discrepancy often evidences the difficulties of policy implementation. This last 
aspect will be further developed in other chapters of this work. 
Theories of the evolution of disciplines 
As far as the evolution of the discipline at scientific level is concerned, the 
most frequently employed approach to explain it is that developed by Thomas Kuhn 
(1962), first, in his book The Structure of Scientific Revolutions'. The development 
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of a science consists, according to Kuhn, of a series of phases. The firstpre-paradigm  
phase is characterized by the individualization of a branch of a science, that 
becomes the subject for more systematic study, by different schools of thought, 
which grow around individual scientists. The development from the pre-paradigm 
period to the stage of scientific maturity or professionalism begins with the problem 
of delimitation of this specific science from other sciences. The consequent 
professionalization takes places when one of the schools of thought begins to 
dominate. 
Kuhn says that mathematics and astronomy left the pre-paradigm phase in 
antiquity, whereas some social sciences left this phase very recently. 
A paradigm phase corresponds to a period of 'normal science'. During these 
periods of 'normal science' there is a widespread consensus among practitioners 
relating to the nature of the discipline, to what it knows and on what kind of problems 
it concentrates research. This consensus is expressed in a paradigm which provides 
a blue print for the evaluation of the results of the research. 
A period of 'normal science' is sooner or later replaced by a crisis phase  
because more and more problems are accumulated which cannot be solved within 
the framework of the ruling paradigm. They stimulate researchersto seek alternatives, 
more successful. When such apparently superior alternatives have been identified, 
a revolution is proposed - this inaugurates a revolutionary phase. When all of the 
practitioners agree on the superiority of the new paradigm, the old one is overthrown. 
According to Kuhn, the history of any scientific discipline is characterized by 
periods of normal science, with occasional interruptions, or revolutionary periods 
(Holt-Jensen, 1981). 
Kuhn's model was criticized by many authors. Popper (1972) presented 
science in a normative model of conjectures and refutations. Science is in a perpetual 
state of revolution. Knowledge is always open to the possibility of being falsified; 
knowledge is built up by questioning and testing, by discarding that which fails the 
tests, and by putting that which remains, to further tests. 
Lakatos (1970) accepts like Popper, that the purpose of science is to put 
theories to the test, and like Kuhn argues that most scientists will adhere to a 
particular theory or approach. However he does not accept Kuhn's idea of quick 
scientific revolutions, neither does he accept Popper's idea that all scientific activity 
involves 'revolutions in permanence'. He formulated the concept of the research  
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programme. This contains a core of irrefutable beliefs, and an outer shell in which 
the ideas are tried and tested to advance the volume of knowledge. The core is 
unquestioned and it provides the criteria for judgment. Several programmes may 
co-exist and compete in a discipline through the acquisition of new knowledge. 
The evolution of one discipline at scientific level can also be explained by a 
contextual approach. Berdoulay (1981) says that in this approach there are two 
fundamental assumptions. The first one is that there exist changing systems of 
thought at the same time as there is continuity of certain ideas. The second one is 
that there is no radical dichotomy between internal and external factors of scientific 
change. These factors may be viewed only as two points on a continuum, without 
any sharp distinction. According to this approach, the contents of a discipline reflect 
the demands made upon it by society. A Society that employs researchers, and can 
promote particular approaches (or disciplines) which it sees as profitable and to 
ignore others, in a variety of ways, including the allocation of funds. 
Others explain the evolution of the discipline by the emergence of schools  
of thought. A dominant individual interprets what society requires and translates 
this into the discipline. He creates a school of thought that in some cases can be 
a national school. The school leader can have a substantial power over the 
discipline, favouring adherents to his ideas, through the allocation of employment 
and resources. In this case changes of view, or of approach must depend on a new 
generation of thinkers. 
In modern disciplines, with many researchers, the dominance of one 
individual will break down into a somewhat anarchic organization, consisting of 
several distinct communities, except in some major threat to the discipline. In each 
community, the researchers can be linked to a research programme and share a 
perspective of the discipline which involves epistemological and ontological 
perspectives. Thus the evolution of the discipline proceeds along different fronts. 
But the fragmentation of the discipline must not continue until the creation of new 
disciplines. This will not be favourable to the image of the discipline, especially at 
times when its value is questioned by society. 
The application of Kuhn's model to geography has been criticized. Firstly, 
revolutions in geography have not been complete because the older paradigms 
remain with some adherents and in some cases, though slightly modified, reappear 
some years later. Secondly, Kuhn's model was intended for the physical sciences 
only, is a positivist model, characterized by the emphasis on the dominance of 
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disciplinary matrixes 'super-theories' and by the possibility of measuring progress 
with the application of precise criteria forthe verification orfalsification of hypotheses. 
It is not possible to fit this positivist model to recent developments in human 
geography, where the goal is no longer the development of laws that both explain 
and predict human spatial behaviour and the spatial organizations of society (like 
in the positivist approach to geography developed since the 50's), but to give a 
primordial importance to human subjectivity and agency. 
The Lakatos research-programme cannot be applied either to the situation 
of geography in some countries where physical and human geography have 
diverged. First in the 50's (when in particular there was a development of physical 
geography specialisms), secondly since the 70's, when the common methodological 
base and implicit positivist philosophy that linked physical geography and human 
geography in the 60's, no longer applied to the then recent developments in human 
geography. There was a divergence, only the need for an external image led to an 
attempt to hold them together. 
Berdoulay (1981) and Capel (1981) defend the contextual approach, 
Johnston and Gregory (1984) says that it does not account either for how the 
discipline acquired its particular image or for how intellectual developments took 
place within it. 
The dominance of individuals was important in the creation of national 
schools. In recent developments, at least in some countries, these dominant 
individuals are not apparent and the communities model seems the most appropriate 
Johnston and Gregory (1984). 
Educational ideologies 
Concerning the evolution of the curriculum, it is important to indicate the 
main characteristics of the basic educational ideologies that generate different 
types of curriculum theory during the period of this study. 
According to Skilbeck (1976) there are at least three basic educational 
ideologies, identifiable in education debates in England, in the USA (and elsewhere): 
1 - classical humanism; 
2 - progressivism; 
3 - reconstructionism. 
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Classical humanism originated in Greece with Plato. Classical humanism 
associates traditional culture and values with a small minority group 'the elite'. A 
classical humanist curriculum would concentrate on cultural heritage. It has shown 
a remarkable capacity to change and adapt, from mathematics and philosophy, to 
theology, to classical languages, to literature, music, history and more recently, 
science, according to changing cultural circumstances. In the twentieth century, the 
knowledge content of classical humanism is thus not static, but the potential 
leaders of society are still given a different and separate education from that of the 
masses, an education that gives access to the best of the cultural heritage. 
Like all traditional doctrines, classical humanism sets a standard for the 
present and future generation of learners defined by theirforefathers. Consequently, 
in education, classical humanism has been associated with clear and firm discipline, 
high attainment in examinations, continuity between past and present. Education 
may be active but is always primarily an assimilative process, induction into 
institutions, acceptance of defined values and standards; initiation into articulated 
modes of thought and action. 
Lawton (1983) argues that the main reason why classical humanism can no 
longer be acceptable as an ideology in most societies is that it runs directly counter 
to democratic ideals of social justice and equality of opportunity, and an additional 
reason is more practical: the relevance of what has traditionally been regarded as 
the high status forms of cultural heritage is increasingly questionable 1. 
Progressivism, or child-centred education is frequently associated with 
Rousseau's ideas on education that he presented in the imaginary biography of the 
pupil Emile. For him childhood was an important period in its own right and should 
not be regarded as preparation for adulthood. Freedom was more important than 
social order. For Progressivism, more important than transmitting a cultural 
heritage is the need for the child to discover knowledge for himself and follow his 
own impulses. 
Educational programmes based on child-centred approaches have been 
devised by Pestalozzi and Froebel. Neil advocated the same approach to education 
in an extreme form. 
A curriculum based on progressivism, would be concerned not with subjects, 
but with experiences, topics chosen by the pupils and 'discovery'. Knowledge in the 
form of facts would be regarded as of very little importance, although acquisition of 
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important concepts and generalizations might be given priority. 
Reconstructionism. According to this ideology, education is seen as a way 
of improving society and thus giving a better opportunity to the individual members 
of that society. Dewey advocated that experimental methods of science provided 
the most appropriate approach to social questions and that education for all was, 
both a desirable aspect of democratic society as well as a means of achieving a 
better democracy. 
The reconstructionist curriculum gives importance to social values - in a 
democratic society for example, citizenship and social co-operation; knowledge is 
justified in terms of individuals' social needs, not in terms of custom, or cultural 
heritage. For these reasons, the traditional school subjects can be replaced by 
various kinds of integrated studies. Nevertheless, the curriculum organization should 
take into account the definition of a common culture, which all young people have a 
right to have access to. 
Skilbeck says that besidesthese three theories something like atechnocratic-
bureaucratic ideoloay lies behind much of the current discussion on education. 
According to Lawton (1983) this ideology has links with utilitarianism. 
Utilitarians see the main goal of education as preparing pupils to live in 
society. The curriculum should provide pupils with the knowledge and skills which 
will be useful in theirfuture jobs, consequently vocational subjects are highly valued 
and in other subjects the knowledge and skills useful in work or in life's day-to-day 
activities. Education is regarded as an instrument of state policy, schools should 
produce the work-force needed for the economic and social development of the 
country. 
Skilbeck says that he does not suggest that the whole of educational theory 
is capable of being analysed under one or other of these theories, not that any one 
thinker or educational institution subscribes to one to the exclusion of the others and 
that the schools, taken as a whole and overtime, probably include elements of the 
different ways of thinking about education. Nevertheless, these educational theories 
and the curriculum theories which they originate will help us to understand the 
evolution of the curriculum and the place of geography on it. 
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5.2 Geographical Education in Portugal  
5.2.1 	 The period up to 1911  
5.2.1.1 	 Geography at school level  
In the 'Estatutos do Collegio Real de Nobres da Corte, e Cidade de Lisboa' 
dated from 1761 2, the curriculum included the study of History; the History teacher 
should give a general idea of Chronology, of Geography and of ancient and modern 
History; and more specially of Portugal and its Possessions...(p. 27) and the 
teachers of Mathematics should teach in the first year as well as other parts of 
Mathematics, 'Elements of Geography' and in the third year the 'Complete 
Geography' (p.29) . 
Deusdado was a titular professor of geography, history and philosophy, at 
the 'Liceu Nacional Central' of Lisboa. For some time he was a member of the 
'Conselho Superior de Instrucao Publica' (High Council for the Public Instruction). 
Member of the `Sociedade de Geografia de Lisboa', he created a periodical about 
education and teaching 'Revista de Educagao e Ensino', well-known at the time. 
The author writing about geography teaching in 1896 said that geography teaching 
was not neglected in Portugal, and this could be demonstrated by the textbooks 
addressed to secondary education published in that country; he quoted one dated 
from 1826 (by J. P. C. Casado Geraldes) stating that it was a rather well elaborated 
work and another dated from 1830 (by Frei José da Sacra Familia) which was 
remarkably well done at the time it was written and was adopted in schools until 
1860 (Deusdado, 1896, p.5) 3, 4. 
In November and December of 1836 there were education reforms at all 
levels, primary, secondary and higher, which were linked to the institution of a new 
political system in Portugal: liberalism. 
Concerning secondary education, it was stated that the then existing system 
was unable to contribute to the study of sciences and to the development of arts. 
Thus, to the improvement of the material civilization of the Country, a need was felt 
to give Citizens the scientific and technical elements indispensable to economical 
and social conditions at the time. The creation of one secondary education school 
'liceu' in the main town of each administrative territorial division (`capital de distrito') 
of Portugal (Continent and Overseas) was decreed, except in Lisboa where two 
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liceus' were created 5 four years later in 1840. 
The primary education reform prescribed the study of 'Elementary notions 
of History, Geography and the Constitution' (beyond the study of the three R's, 
Civics, Moral, Christian Religion, Drawing and Physical Education). In secondary 
education reform the study of Geography, Chronology and History was also 
prescribed. In the reform neitherthe number of secondary education years, nor the 
numberof years that each discipline should be taught were indicated. Consequently 
specific syllabuses for any discipline were not ascribed. 
In 1844 there was another general reform of the education system 6. Primary 
education was divided into two levels. The first one was prescribed the study of 
'Principles of Chorography and Portuguese History' and the second, 'Geography 
and General History' 7. The number of disciplines taught in secondary schools was 
reduced butthe study of History, Chronology and Geography, especially Commercial 
Geography, was compulsory in all `liceus' 8' 9. The same teacher taught two groups 
of disciplines; consequently the teacher of History, Chronology and Geography, 
especially Commercial, taught another group of disciplines including: Oratory, 
Poetic and Classic Literature, especially the Portuguese one. Neither the number 
of secondary education years nor the specific number of hours ascribed for 
teaching each subject and the respective syllabuses was yet established 10 . 
In 1860 11  a new regulation was published for the `liceus' and they were 
divided into two categories (first category - Lisboa, Coimbra, Porto, Braga and 
Evora and second category - the remaining). For the first class ones, five was the 
number of years established for secondary education. The study of 'Geography and 
elementary History' was prescribed for the 1st year (one class per week = 2 hours) 12 
and the study of History and Geography especially of Portugal and its Colonies for 
the 5th year (fourclasses per week = 8 hours). The study of elementary Mathematics 
(4th year) included the study of mathematical geography 13. 
In 1863 14 the secondary school curriculum was modified 15' 16 and in 1872 17 
there was a new reform of the secondary education and the curriculum was again 
altered. Then the number of secondary education years forthe 1st class liceus' was 
increased to six, and the study of Geography, Chronology and History was 
prescribed for the 5th and 6th years (3 and 4 classes per week respectively, each 
class lasted 1 1/4 h) 18  
The first printed geography, chronology and history syllabuses were published 
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in 1872 19. They are 'combined' syllabuses where geography appears as an 
auxiliary to history. In the 5th year after the study of elementary 'notions' of 
mathematical geography, the study of the geography of Asia and Africa is 
prescribed, as an introduction to the study of Ancient Oriental History, followed by 
that of Europe which precedes the study of the history of Ancient Greece and Rome 
and of the Middle Ages. In the following year the study of the geography of Portugal 
precedes that of its history. The study of America and Australasia is also prescribed. 
The syllabuses also include the study of human races and ethnography (in the 5th 
year) and a summary of the history of geography (in the 6th year). The study in more 
depth, of mathematical geography is included in mathematics syllabuses. 
In 1875 the 'Sociedade de Geografia de Lisboa' - SGL (Geographical 
Society of Lisboa) was created 20 . The aims of the Society according to its statute 
were: 'o estudo, a discussao, o ensino, as investigagoes e exploragoes scientificas 
da geographia nos seus diversos ramos, principios, relagoes, descobertas, 
progressos e applicagoes'. It is also stated that the scientific activity of the Society 
would deal specially with the study and knowledge of facts and documents 
concerning Portugal 21. 
At the time of the foundation of the Society several sections including one 
dealing with the teaching of geography ('Seccao de Ensino Geographico') were 
created 22. This section prepared a report on the teaching of geography at primary 
and secondary levels which yields evidence of the conceptions of geographical 
education atthat time. This report is dated the 29th November 187623' 24 and includes 
in an annex, syllabuses for primary and secondary education levels developed by 
members of this section. 
In the report it is said that to interest the Portuguese people in the 
development of Overseas Possessions and to develop industry and commerce, 
there was a need in primary and secondary schools to spread knowledge about the 
geography of Asia and Africa; not to teach pupils a dry nomenclature, but the real 
geography which makes them understand the general aspect, the climate, the 
animals, the vegetation of one region, that is, everything that can explain the work 
and the future of Man in that region. Thus there was a need to reform geography 
teaching in primary and secondary schools, following the principles and methods 
adopted in Russia, Germany, Switzerland, the USA, England, France and at the 
Geographical Congress, held in Paris, in 1875. The report pointed out that the 
teaching of geography in Portugal was so bad that they did not want to describe it. 
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In primary school, geography was only a list of definitions and names to memorize 
and it was not much better in secondary school. 
They recommend to geography teaching in primary education, essentially 
to change the teaching method, and in secondary education, to separate geography 
teaching from history teaching (according to the resolutions of the Congress of 
1875) and to teach geography for two or three successive years. At both levels, to 
give special importance to physical geography and subordinate political geography 
to it. The study of mathematical geography was also advised. 
To justify the syllabuses elaborated they pointed out that geography in 
primary school should start with the study of elementary topography (according to 
the Congress resolutions). This same method was also advised for the first year of 
secondary education (to go from the known to the unknown, from the local to the 
parish, the county, the district, the province, the country, the continent, until the 
entire world). They also advised the study of simple ordnance survey maps, the use 
of relief maps and other maps, of copying maps. In secondary education they stated 
that pupils should understand ordnance survey maps and other maps and make 
sketches of the regions they studied. They also stressed the importance of 
establishing the independence of geography from history, but of recognizing the 
importance of drawing parallels between both syllabuses. 
The need for new textbooks and the engagement of the `Seccao de Ensino 
Geographico' in promoting their development was also pointed out; as well as the 
need to organize geographical displays or museums, and the advantages of 
developing geography syllabuses. 
The primary and secondary school syllabuses produced by this commission 
followed the principles quoted above. The secondary school syllabuses for the first 
year started with the study of general principles of mathematical geography, and 
very special importance was given to the study of physical geography (to systematic 
physical geography, to the physical aspects of each continent and of each of their 
main countries - including the Portuguese, British, French and Dutch colonies). The 
study of political geography seemed to consist only of the division of each continent 
into states. In the second year after the study of systematic physical geography, the 
study of the influence of the climate on man's health (in relation to Portugal and its 
Colonies) was prescribed; the relationship of Portugal with the countries already 
studied in the first year; followed by the study of the main elements of political 
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geography and ethnography which included, for instance, the study of human 
races; population; nationality; tribe and language; religion; types of government; 
colonies and colonization; boundaries; capital cities; industries; commerce; 
communications; customs; factories; arts; monuments; statistical data. This study 
was to be applied to each state after its physical description. The development 
given to the study of one state would vary according to its importance, its distance 
from Portugal and the relationship that it, and its colonies, had with Portugal. 
It was stated that special importance should be given to the study of 
European and African races (in order to acquire knowledge about the people living 
in Portuguese colonies) as well as to Indian ethnography. The study of the history 
of geography, especially of the Portuguese discoveries, was also prescribed. Also 
stressed was the importance of ethnographic studies, these should be done after 
pupils had acquired the principles of physical geography. 
It is said that critical and philosophical study of the powerful and irresistible 
influences of the Environment, in its widest sense - was the crowning synthesis of 
geographical science. It was also stated that geography took from other sciences 
many of its elements, and at the same time rendered great services to history, to 
politics and to the war arts 25 and that geography was an `independent' science and 
the basis of universal history. Teachers should find inspiration in the `big ideas' of 
the great geographers: Karl Ritter and Malte-Brun. 
This report shows evidence that, in Portugal, at that time: 
a) the influence of the Environment was considered to be fundamental to 
explain human activities; 
b) physical geography predominated over human geography; 
c) anthropological and ethnographical aspects were to be adequately included 
in geography teaching; (Guerreiro, 1984, p. 64, points out that Ethnographic 
aspects were usually included in Chorographic or Descriptive Geography 
works); 
d) the aims assigned to geography teaching were: to interest Portuguese 
people in the development of Portuguese Possessions in Africa and in Asia; 
e) there was a wish to put in practice the resolutions of the Geographical 
Congress, held in Paris, in 1875, concerning the teaching of geography. 
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The main Congress resolutions concerning geography teaching were the 
following: to start the teaching of geography at all levels with topography instead of 
beginning with cosmography (the teacher should use ordnance survey maps and 
organize direct field observation); at secondary level geography teaching should be 
separated from history teaching, but their syllabuses should be co-ordinated to 
show the links between both subjects; geography should be taught by specialized 
teachers; pedagogical museums should be created in secondary schools, where 
geography would take a fundamental role. 
It is important to point out that in the SGL report, quoted above there was no 
reference to the need fora specialized teacher of geography (in fact this would have 
been completely impossible at that time, in Portugal). 
The conceptions of the committee of the SG L were similar with respect to the 
general structure of the syllabuses, to the conceptions of the authors of the then 
official syllabuses, but they introduced the resolutions of the Geographical 
Congress of 1875 `to start with Topography and not Cosmography' and they added 
anthropological and ethnological aspects. 
Garcia and Soares (1989) analysed textbooks for secondary education 
published between the 1840's and the 1870's 26. They pointed out that the general 
structure of the textbooks were similar in all of them. They started by elementary 
notions of Cosmography, followed by the study of Physical Geography (that 
essentially consisted of definitions and descriptions of the main physical features 
of each continent). Political Geography was an exhaustive reference to countries 
of each continent, always presented in the same order: Europe, Asia, Africa, 
America and Oceania (occupying about one half of the textbook). The authors 
pointed out if the structure was the same, the development given to each part 
varied: some textbooks were too simple, others treated the different topics in too 
great a depth for the level of pupils they were addressed to. They stated that the 
textbooks were in agreement with the definition of geography, in all of them 
`Geography is the science that describes the Earth'. 
The textbooks were reprinted several times but two of their authors never 
introduced alterations in their textbooks (during 36 years in one case, about 20 
years in the other); one author introduced minimal ones and only the fourth showed 
evidence of a preoccupation with updating and ameliorating his textbook. 
Two textbooks had bibliographical references. To write their textbooks the 
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authors found inspiration in older Portuguese textbooks, in a few other Portuguese 
works, but fundamentally in French, English and German works (both translated in 
French). The `Geographie Universelle' of Malte-Brun, the 'Abrege de Geographie' 
of A. Balbi, Gaultier (translated into Portuguese) (among the French ones); J. 
Commings, Moustey, Blok, Murray (among the English ones); Humboldt, 
Zimmermann (among the German ones). They used them to find definitions, 
statistical data and a few scientific developments. 
During the 1880's there were three reforms in secondary education (1880, 
1886 and 1888) 27. They introduced not only important alterations to the reform of 
1872 and each one of the three reforms also introduced important alterations to the 
previous reform. This caused, as a consequence, a lack of orientation in secondary 
education (Carvalho, 1986, p. 618). 
The aspects of these reforms which are more important for our study are the 
following: in 1880, the 5th and 6th years were split in two sections: Arts and 
Sciences. In all these reforms the teaching of geography was prescribed: linked 
with that of Cosmography, Universal and Portuguese History in the 3rd and 4th 
years, in 1880; with History, in the 3rd and 4th years, in 1886; independent from any 
other discipline, but prescribed only for the 2nd year in 1888. New syllabuses were 
drawn up in 1880 28, 1886 and 1888. 
In 1881 29 the `Seccgdo de Ensino Geographico' of the SGL wrote another 
report on geography teaching regretting that the recommendations of the Section 
sent in 1877 to the Government had not been adopted in the new secondary school 
syllabuses. They said that the secondary school syllabuses should be developed 
in agreement with primary school ones; they regretted that geography stayed linked 
with history, and that it was a two years course, which was against the opinion of 
`pedagogical authorities'. 
Concerning textbooks and atlases, they said that it would be convenient to 
have some adapted to the new syllabuses, but instead they advised the use of some 
French, Belgian, English and German ones 30, promising that the members of the 
`Seccao de Ensino Geographico' would make efforts to publish new textbooks and 
atlases. Nevertheless, there were officially approved geography books written by 
Portuguese authors (and foreign) for each school year. 
The syllabuses of 1886 were designed by a Committee to which Deusdado 
belonged and according to Heleno Junior (1919, p. 123), they represent major 
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progress in the teaching of geography. (Nevertheless they were encyclopaedic 
syllabuses. They prescribed too much content to cover in only two years). 
Deusdado published in the 'Revista de Educagdo e Ensino' and in the work 
quoted above (1896) the syllabuses from 1886 31. These syllabuses prescribed: 
3rd year 
Introduction - Definition of geography and its divisions. Orientation and 
geographical co-ordinates. Earth shape and Earth circles. Maps and globes; 
geographical terminology. 
The Earth-Physical geography of the globe (including mineral productions). 
Summary of the geography of the old continent - Physical and political 
geography of Europe, Asia and Africa; geography of the Ancient World, specially 
of Greece and Italy. 
Modern Portugal - Physical geography of Portugal and financial, economic, 
administrative, colonial and commercial situation of Portugal. Demography, 
instruction, statistics; Madeira and Acores: situation, climate and productions; 
Overseas Provinces: physical description, productions, trade, ethnography, 
population, administration, culture and colonization. 
4th year 
Cosmography  
Developed study of Europe, Asia, Africa, America and Oceania (physical 
geography and productions). 
Earth as the home of Man - population; races; states; languages; religions; 
instruction; trade; industry; administrative divisions; capitals; great European 
powers; types of government; European colonies; communications. 
Summary of Portuguese, Spanish and French discoveries. Discoveries of 
boreal and austral oceans. Great modern expeditions. 
The aim was to study all the main geographical aspects in only two school 
years. 
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According to Deusdado (1896, p. 5), teaching in Portugal was, in accordance 
with the evolution of teaching in France, importing from that country the new ideas 
but adapting them to the Portuguese conditions (the author in his work often quotes 
L. Drapeyron and E. Levasseur). 
A comparison of these syllabuses with the French ones shows that the 
content at the time of the Portuguese and of the French syllabuses did not present 
very important differences: the importance given to systematic physical geography, 
to political geography, which included then the study of a big variety of geographical 
facts and others not included today in geographical studies; the study of the 
physical and political aspects of the five continents and specially of Europe, France 
or Portugal, and their Colonies; the inclusion of aspects of historical geography, of 
history of geography and of cosmography are common to both countries. Otherwise 
in the Portuguese syllabuses from 1886 special importance is given to cosmography, 
probably because among the members of the committee that drew up the 
syllabuses was the astronomer Francisco Oom; the importance given to the study 
of economic aspects of the continents is smaller than that given at the time in 
France; nevertheless in the Portuguese syllabuses of 1880 a more important place 
was given to the study of the economic aspects of Portugal, than in 1886. 
At the time the study of geography in France, was prescribed for six years 
(four of the 'division de g ram mai re' and two of the 'division supOrieure'). In Portugal 
only in two, the third and fourth years (see Ferreira, 1980). 
Deusdado in his work (1896) says that the growing importance of geography 
is linked essentially to colonial expansion; the study of geography stimulates in 
pupils a love of Nature and of the Country; geography contributes to moral and civic 
education. 
According to this author geography is the science of the Earth and studies 
its external surface features. The study of geography should start in primary school, 
and this study should not only be a memorization of facts, but an explanation and 
when possible the observation of each fact (though the memorization of some 
terms and facts is needed). Pupils should learn geography not only to acquire 
knowledge butto also develop their minds. In primary school the study of geography 
should start with a plan of the classroom, followed by a plan of the town where the 
school is situated. The study of physical geography (he gives an example of 
Levasseur) should be done with the help of maps. He also points out the need for 
direct and indirect observation (the use of maps and globes). 
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With the reform of 1888 32 geography became independent from history and 
its study prescribed only for the 2nd year (Deusdado was against this). The study 
of history was prescribed for the 3rd year and for the 6th year of the Sciences 
Section. 
The 1889 syllabuses did not include like the previous ones, the study of 
continents, historical geography, the history of geography and cosmography (the 
study of cosmography was prescribed for the 6th year of the Sciences Section and 
included in mathematics). The study of systematic geography (physical and 
political) then prescribed consisted merely of a list of terms, names and facts. 
Special importance was given to the study of Portugal and of Portuguese Overseas 
Provinces. 
In 1894 there was another reform of the education system 33 (primary and 
secondary education). According to Carvalho (1986, p. 631), the author of the 
reform, Jaime Moniz Professor of the 'Curso Superior de Letras' was in favour of 
a classical Humanist Curriculum but recognized the importance of sciences and 
technology in modern society, but in order to give a sound classical humanistic 
preparation to all pupils he suppressed the two Sections in 5th and 6th years and 
increased secondary education to seven years (instead of six). (The most important 
discipline became Latin). Geography was one of the disciplines of the curriculum 
and its teaching was prescribed for the seven years of secondary education. The 
study of history was also prescribed for the seven years. 
In the syllabuses' instructions 34 it said that: '0 ensino da geographia nas 
primeiras cinco classes deve ministrar ao alumno, partindo da observagdo da 
natureza que o rodeia, de representagoes graphicas escoihidas, do globo e de 
alguns apparelhos simples, o conhecimento seguro dos factos elementares da 
geographia astronomica, a intelligencia das cartas geographicas, as nogoes 
fundamentaes da geographia physica e uma vista comprehensiva das divisoes 
politicas e da populagao da terra, corn especialidade de Portugal e suas colonias, 
sem insistirem particularidades de importancia secundaria, sem pretender carregar 
a memoria do alumno corn muitos nomes e dados numericos.' 
In the last two classes, mathematical geography (included in mathematics), 
physical geography (comparative aspects) and ethnographic elements were 
studied in greater depth. In the first five classes observation and description would 
prevail and little by little the elementary explanation of geographical phenomena 
would be given. The theoretical aspects would be studied in the last two years in 
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accordance with the pupils knowledge and mental development. The inductive 
method was recommended (starting with observation of the town); observation of 
the night sky; outdoor teaching; use of atlases and maps. The need for linking the 
study of geography with other disciplines was also stated (physics, natural history). 
The history syllabuses followed a chronological order; in the history instructions it 
was stated that historical description should go along with geographical description, 
when the stage of historical events could in part explain them. 
Geography acquired in this reform an important place in the secondary 
school curriculum, and the syllabuses in spite of being encyclopaedic, showed 
evidence of an evolution of the pedagogical ideas concerning the teaching of the 
discipline. According to this reform, school books should be officially chosen and 
adopted for five years (its price was also to be fixed by the Government). The 
adopted books could not be altered during these five years (without official 
permission) and pupils would not be obliged to buy any others. In geography a book 
by Raposo Botelho, an army officer, who taught, among other schools, in the Royal 
Military College and in the 'Liceu Central' was adopted, as well as an atlas by 
Herman Wagner 36. 
In 1905 there was another secondary education reform 36. The number of 
hours per week of each discipline was reduced, as well as the importance of Latin 
in the curriculum. Two sections were again created in the 4th and 5th years: Arts 
and Sciences (the first without any scientific discipline, the second without arts 
disciplines with the exception of English or German). 
About the 1905 reform Heleno Junior (1919, p. 125-126), stated that the 
place of geography did not improve because in the 'curs° geral' it was linked to 
history and in the 'curso complementar' to cosmography (which had not happened 
in the previous reform). In relation to the syllabuses he said that they were worse 
than the German and French ones (which were older). He pointed out some 
deficiencies in these syllabuses: in the 1st year children were obliged to learn 
abstract concepts, such as the Earth axis, and they studied the systematic political 
and economic geography before studying local geography and the geography of 
Portugal. In the second year they studied Portugal and the Colonies and in the 3rd 
year the Polar Regions before studying Europe; in the 6th year geography was 
mixed togetherwith cosmography; and in the 7th year (that, according to the author, 
was the worse syllabus) with demography, philology, administrative and political 
sciences and even with religious and military science. Heleno Junior argued that 
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these syllabuses correspond to an old conception of geography. He regretted that 
these syllabuses were still partially adopted in 1919. 
In 1905 the system of one officially adopted book ended, but the textbooks 
had to be approved by a Committee appointed by the Government. 
In 1887 37 Deusdado stated that `o ensino é principalmente o professor', 
meaning that one can not have good teaching without a good teacher. He pointed 
out that partial reforms of secondary education without solving the problem of 
teacher preparation were not useful. In fact the great majority of geography 
teachers (like the teachers of many other disciplines) did not have adequate 
scientific and pedagogical preparation for teaching the discipline. We will see later 
on, how difficult it was to solve this problem in relation to geography. 
Summary of the period up to 1911  
Aims  
The aims ascribed by Deusdado (1896) for geography teaching have 
already been mentioned (see p. 107). 
Only in the syllabuses from 1895 onwards are these aims expressed. Then 
it was stated that geography teaching had a real educational value because it 
develops: the memory mainly of shapes, of colours and of spatial localization; 
intuition; imagination; the capacity for mental representation of landscapes and 
places that pupils only knew through oral descriptions or reading, and essentially 
a clear idea of the features of a country, through the observation of a map. 
Geography teaching also contributed to the development of a logical way of 
thinking; a sense of beauty; a patriotic feeling (through the knowledge of the lands 
and seas discovered by the Portuguese); and finally the idea of human solidarity, 
showing evidence of the interdependence of different people. 
In 1905, it was stated that geographical knowledge should contribute to the 
general culture of the mind, be useful to life and develop a love of country and of 
humanity. 
It is interesting that some of these aims were repeated in several syllabuses, 
in different European countries, for almost a whole century (see Ferreira, 1980). 
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The place of geography in the curriculum  
At first geography was essentially an auxiliary to history. It became 
independent from this discipline in the reform of 1888 38. 
The political instability and the frequent governmental changes, resulted in 
successive reforms of the education system, of its curriculum and in the alterations 
of syllabuses . 
In 1888, when the study of geography became independent from history it 
was only prescribed for one year (the 2nd). Then greater importance was given to 
history teaching. Nevertheless in 1895 and 1905 the study of geography and history 
was prescribed for the seven years of secondary education, but the number of 
hours allocated for history teaching was greater than to geography. 
I shall draw attention to the fact that the 1890 British ultimatum asking for the 
withdrawal of Portuguese military forces from the African territories situated 
between Angola and Mogambique gave rise to a patriotic reaction and a renewed 
interest in Portuguese Overseas Possessions. To love and be interested in one's 
country it is necessary to know it and its glorious past, hence the growing 
importance of geography and history in the curriculum. 
The syllabuses content 
The study of elementary notions of  mathematical geography was prescribed 
in all syllabuses except in 1880. Nevertheless in 1880 and 1886 the syllabuses 
prescribed forthe 4th year, a study in depth of cosmography. In the reforms of 1872, 
1889 and 1895 this study was included in the mathematics syllabuses. 
The elementary study of maps and globes was prescribed in 1872, 1886, 
1895 and 1905 but not in 1880 and 1889. In 1895 this study became important. 
According to the syllabuses from 1905, in the first year, pupils should do on paper 
and on the blackboard very simple cartographic exercises (the classroom, the 
school and the town plans) as preparation for the study of maps, prescribed for the 
2nd year. 
The 1880 and 1889 syllabuses prescribed the learning of terminology for 
physical geography and those of 1905 of a geographical terminology. 
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The study of the continents was prescribed in all the syllabuses (except in 
1889) as well as that of Portugal. The study of Acores and Madeira is mentioned 
after 1886 and that of the Portuguese colonies from 1880. This study included the 
physical and political aspects of these topics. In fact such study was essentially 
descriptive (tapes and bays') and that concerning Portugal included for example 
in 1889 the study of the situation, limits, area, relief, rivers, river basins, weather, 
agricultural regions, geology, vegetation, animals, description of the boundaries, 
division in provinces, administrative, judicial and ecclesiastical divisions, the state, 
administration, population, areas of production, imports and exports, roads, railways 
and telegraphs, state revenue, public instruction, army, navy, judicial administration. 
Such descriptive geography was taught until 1905. In 1895 and 1905 the study of 
Portugal included the more characteristic landscapes ( nature and man in different 
regions - 1895 syllabuses). 
Also prescribed from 1880 onwards, was the study of physical and political 
geography of the Globe:physical geography  included a description of lands (relief), 
seas, rivers, lakes, climates... but also mineral, vegetable and animal products; 
political geography included the study of population, states, capitals, languages, 
religions, communications and even the education system, resources, art... 
It is interesting to point out that since 1895 there appeared in the syllabus the 
study of Man, separately from the study of vegetation and animals. The three were 
included in 1905 in the study of 'life' and placed after the study of solid, liquid and 
gaseous elements of the Earth's surface. The study of Man included aspects 
previously included under the title of political geography: the population of the 
Globe and its distribution; races, languages and religions; their geographical 
distribution; social and political organization and the relationships of Man with 
Nature. 
The study of ethnographical aspects was also prescribed in all syllabuses; 
the study of aspects of historical geography (specially of Greece and Italy) were 
mentioned in all syllabuses (except in 1889 and 1895) and the study of aspects of 
the history of geography and specially of the Portuguese discoveries was also 
prescribed in all syllabuses (except in 1880 and 1889). 
The study of elements of economic geography appeared for the first time in 
1905 under this designation. It consisted of the study of agricultural, industrial and 
mineral products, its areas of production and consumption and world trade. 
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The study of the local area only appeared in 1895. It included the study of 
its physical aspects; of its vegetation, animals and Man. It stated: 'The study of the 
local area and its surroundings, as an example, and as an introduction to 
geography'. 
The researcher has already mentioned that these syllabuses from 1895 
onwards were the only ones that had ample instructions forthe teacher in an annex. 
It is important to point out that there was no general agreement among 
geographers about the advantages of doing the study of the continents and of 
Portugal before the study of systematic geography or the opposite The study of 
physical geography usually preceded that of political geography but not always (for 
example in 1905 in the two first years). 
Links with other disciplines 
The study of geography was linked to that of history until the reform of 1888. 
In 1895 references were made to the links of geography with natural history, 
physics, chemistry but not with history. Nevertheless in the history syllabuses it was 
said that 'historical description should accompany a geographical description, 
when geography can explain, in part, historical events'. 
In 1905, the 4th and 5th years were dedicated to 'methodical reviews' of 
geographical content linked with the topics studied, in the same years, in history. 
Each history lesson should be preceded by a quick revision of the geography of the 
territory where the historical events took place, including elements of historical 
geography. It was argued that geography teaching should 'merge' with history 
teaching; and, in many cases, show evidence of the links between social phenomena 
and the geographical environment. 
Teaching methods and teaching resources 
In 1895 it was stated that in the first five years, observation and description 
would be dominant and little by little the pupil would arrive at an elementary 
explanation of geographical facts. In the last years pupils would do theoretical 
studies in accordance with the knowledge previously acquired and their mental 
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development. It was thus advised that teachers use an inductive method of 
teaching. Nevertheless in 1905 the curriculum organization suggested that a 
deductive method be used. 
In 1895 the study of the local area was prescribed and consequently a small 
number of excursions were suggested in order that pupils collected relevant 
information. 
The use of wall-maps and of an atlas was advised in the 1895 instructions, 
as well as the reading of that part of the chorographic map of Portugal which 
included the local area. Cartographical exercises on the blackboard and on paper 
were advised in 1895 and 1905. 
Some advice concerning the textbooks has already been mentioned . Only 
as an example a textbook was examined that was adopted several times for the 
first years of secondary education and had several editions. The 1907 edition was 
examined (in accordance with the 1905 syllabuses). It is the 'Curso de Geographia' 
by J. N. Raposo Botelho. This textbook is an example of geography as no more than 
an enumeration of descriptive facts. The book has 692 pages and some thousands 
of names that pupils should know by heart. There are no maps of the continents, 
of Portugal, of other countries. There are only pictures (for example the 'Place de 
['Opera' in Paris and Trafalgar Square in London are the only ones concerning 
those respective countries). The lack of maps can nevertheless be explained by the 
fact that pupils should use an atlas and schools should possess wall-maps. 
5.2.1.2 
	 Geographical science 4°  
After 1875 there was an improvement in geographical science in Portugal. 
As previously stated, in this year the Geographical Society of Lisboa was created 
and in 1876 the 'Comissao Central de Geografia' (`Central Committee of 
Geography') was set up 41, whose main aim was to develop scientific knowledge 
about Portugal and specially its Overseas Possessions. 
In 1875 a book was published `Geographia e Estatistica Gera! de Portugal 
e Colonias' (`Geography and Statistics of Portugal, and its Colonies'), by Gerardo 
A. Pery. The author stated in the introduction that his book was a rigorous 
description of Portugal, aiming to: contribute to the teaching of its geography and 
to be a resource for public administration. He stateed that he had travelled around 
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the whole country 42 studying it and collecting documents, but he pointed out that 
the statistical data was not always accurate due to the fact that sometimes it was 
non-existent and in other cases the data available was not reliable. 
Nevertheless the author, as Ribeiro (1934, p. 106) points out, shows a 
scientific concern selecting critically and organizing rationally statistical data and 
other elements of information and comparing them with similar foreign data 43. 
Reading his book one realizes the variety of sources he obtained and the amount 
of data he collected 44. The author included in his book much purely descriptive 
information, some of it outside the field of geography (as it is seen today). This book 
was very important for the improvement of the quality of school textbooks, because 
authors used it as a source of information during the following decades. 
In the following years the works of B. Barros Gomes, a forestry engineer, 
`Condigoes florestais de Portugal' (1876), 'Notice sur les arbres forestiers du 
Portugal' (1878 a) 45 and specially the 'Cartas Elementares de Portugal' (1878 b) 
were published. This last work was an Atlas to be used in primary schools. 
Barros Gomes' main aim, travelling around the whole country, was to give 
the best advice on the distribution and the exploitation of the Portuguese forests, 
but seldom he did not relate this study with that of the natural and social elements 
of the region (Ribeiro, 1934, p. 104). For Ribeiro, Barros Gomes was the first person 
in Portugal who undertook studies that could be linked to modern geography. He 
chose the 'concelho' administrative subdivision of a district, with very old historical 
origins, adapted to natural conditions, as the elementary unity for the study of 
Portugal. He studied its relief, climate, vegetation, quality of land, population, 
taxable capacity, ... He was the first to sketch out with remarkable intelligence one 
regional division of the country (Lautensach, 1931, p. 374) and, according to 
Ribeiro (1934, p. 108) his principles were then still considered valid and applicable. 
He was also the first to demonstrate the relationship between land and settlement 
(`Foi o primeiro que pensou em conjunto os elementos da nossa terra e do nosso 
povo, atendendo sempre a forma coma se encandeiam e se distribuem, pois assim 
se podem compreender e explicar - preocupagoes do maior alcance em geografia', 
Ribeiro, 1934, p. 112). 
The Atlas of Barros Gomes according to the author, was addressed to 
primary school pupils and to Portuguese emigrants and colonists as an element of 
study, to enable them to remember their country and to attempt to develop it. He 
stated that his aim was to put in evidence the physical and social conditions of 
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Portugal, and to arouse a bigger interest in the pupils in historical and geographical 
knowledge (`conhecimentos histOrico-naturais') about Portugal (Barros Gomes, 
1878 b, Prefacio). The Atlas has five maps 46, all with comments. 
In the researcher's opinion the maps and comments are too complex for 
primary school pupils. Nevertheless it was used during several decades by 
Portuguese geographers (Gird°, quoted from Ribeiro, 1978, p. 226). 
At this time the mapping of Portugal was making progress. Pery (1875) 
stated a map of the country (scale of 1:500,000) had already been published; the 
chorographic map of Portugal (scale of 1:100,000) was progressing (14 sheets 
from a total of 37 were already published); there were also some surveys on scales 
1: 2,500 and 1: 5,000. The geological map (scale 1:500,000) was almost finished, 
the classification of collections of rocks and fossils had been done and several 
reports on geological subjects had already been published. 
Meteorological studies were also making progress and there were in 
Continental Portugal 13 weather stations and 3 in Madeira and the Agores. There 
were also two astronomical observatories and a third one was being built. 
The same author (Pery, 1875) quoted important studies already done in 
natural sciences, geology, agriculture, forestry, archaeology, industry, and so on, 
concerning Portugal and its Colonies, which he used to write his book. 
The development of cartography, geology, meteorology, natural sciences, 
agricultural and forestry studies, population studies and so on, made possible the 
development of geographical science. (Since 1864 a census of the population had 
also been undertaken in accordance with statistical norms; this became decennial 
from 1890 onwards). 
It is important to point out that the Geographical Society of Lisboa and the 
`Commissao Central de Geografia' ('Central Committee of Geography') had played 
an important role in promoting expeditions in Africa. To these expeditions were 
ascribed scientific and geographical aims, but in fact the main goal was to 
guarantee the rights over African territories that historically were deemed to belong 
to Portugal. These expeditions also had economic aims (Marques, 1981) 47. 
The Geographical Society of Lisboa organized in 1881, a scientific expedition 
to the highest mountain of Portugal - Serra da Estrela. This expedition had the 
participation of about one hundred people organized in 13 scientific sections: 
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Agriculture and Forestry, Anthropology, Chemistry, Geology, Hydrology, 
Photography, Zoology, Zoo-Technology, Ethnography, Medicine, Archaeology, 
Meteorology and Botany. A topographical map of the region was drawn up; a place 
was chosen fora weather station and six scientific reports from 5 scientific sections 
were published (see Daveau, 1981 a). 
According to Daveau (1981 a) this expedition (which was not followed by any 
other), is the one exception in the activities of the Geographical Society that has 
always been much more interested in Overseas expansion than in its own Country. 
The Geographical Society of Lisboa sent representatives to the International 
Congresses of Geography and to the International Congresses of Commercial 
Geography. Other Portuguese also participated in these Congresses. The number 
of Portuguese participants and the importance of their contribution varied from 
Congress to Congress. Luciano Cordeiro who had a very important role in the 
development of the SGL and was a member of the Secca'o de Ensino Geografico' 
was one the representatives of the Society at the Congress held in Paris in 1889. 
One of the questions discussed then in the 'Didactic group' concerned the need for 
a specific Professor of Geography at University level. The participants agreed that 
such a chair should be established (Santa Rita, 1938). 
J. Batalha Reis, agronomist, diplomat, member of the SGL, who had an 
important role in the defense of Portuguese rights over African territories, was very 
interested in geography and in 1895 presented a paper at the Sixth International 
Geographical Congress held in London in 1895, paper entitled 'On the definition of 
Geography as a Science and on the conception and description of the Earth as an 
Organism'. He stated that 'Geography is the description of the Earth, that is to say 
the description of the different beings in relation to Earth; therefore, the description 
of the place which they occupy on it, or their occurrence and distribution thereon'. 
The author pointed out that in order that geography become a science there was 
a need `to conceive and present its subject matter as a unity, an individuality, an 
organic whole'; that is `to ascertain facts through observations and experiments' 
and `to bring them into unity, to fuse them into a theory expressing the organic unity 
of the whole'. Reis' main objective was to express the need for a 'Theory of 
Geography' in order to become a science (Reis, 1896). 
The facts quoted above: the interest in geographical studies (due specially 
to colonial ambitions); the creation of the SGL and of the 'Comissao Central de 
Geografia' (Central Committee of Geography); the development of cartography 
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and of several sciences which could give important elements to geographical 
studies; the works of Pery and specially of Barros Gomes; the growing knowledge 
of Portugal and of its Colonies; the participation in International Congresses; the 
reflections of Batalha Reis; all were favourable forthe development of geographical 
science, but for the development of geographical education at school level there 
was a need for effective teacher preparation in geography. 
In 1859 the 'Curso Superiorde Letras' (The 'Arts Higher Education Course') 
was created in Lisboa, with five chairs: History, Ancient and Modern Literature, 
Philosophical Universal History ('HistOria Universal FilosOfica') and Transcendental 
Philosophy. It was a two year course. Only with the reform of this course in 1901 
48 was a chair of Geography created 	 To this chair, Silva Telles was appointed 
in 1904. 
The 'Curso Superior de Letras' 50 had five kind of courses: the 3rd one 
prepared for the teaching in secondary education of several disciplines, including 
geography. In this 3rd course the study of geography was prescribed in the first and 
second years (2 hours per week), and in the fourth year there were also lectures 
in geography (lectures were 1 1/2 hour per week in duration). In the 3rd year the 
programme included the study of pedagogy and its history and in the fourth year 
besides the lectures there was an initiation to secondary education teaching that 
included practical exercises in the pedagogy of secondary teaching and in the study 
of the history of pedagogy (2 exercises per week each -1 1/2 hour duration). It was 
stated that the study of the historical parts of geography, had as one of its main 
topics, the Portuguese discoveries, and in geography beyond the exposition of 
'doctrines', there would be exercises in cartography, analysis of cartographic 
documents and others which concerned the history of geography. 
This was an important step in order to give an adequate preparation to 
geography teachers. 
On the 5th October 1910 the Monarchy was abolished and the Republic was 
established . The new government had many basic problems to solve: among them 
those concerning education. In 1911 the creation of the University of Lisboa and 
Porto (on 22nd March) was decreed, and in the same year (on the 9th May) the 
'Faculdades de Letras' (`Faculties of Arts') of Lisboa and Coimbra (that of Lisboa 
replaced the 'Curso Superior de Letras') were created. These faculties had five 
sections, one of them of Historical and Geographical Sciences. 
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If we analyse the evolution of geographical science and of geography 
teaching in Portugal before the institutionalization of the discipline at academic 
level, we can reach among others, the following conclusions: 
a) 	 The growing interest in geographical studies and in geography teaching 
appeared mainly in the second half of the 19th century, due essentially to the 
need to guarantee Portuguese rights in Overseas territories, specially 
African ones. 
In the 1870's Great Britain had a plan for colonial expansion, Germany and 
France tried to fight against the British ambitions in African territories. The 
international conference held in Berlin (1884-85) (the Berlin Conference on 
Africa) tried to define a new colonial public law. According to the Conference's 
General Act, the effective occupation of colonial territories would replace 
historical rights. This Act put in danger the rights of the Portuguese over vast 
areas of the African continent and led to the organizing of expeditions and 
to occupying territories even minimally. 
The ultimatum sent by Great Britain to Portugal on 11th January 1890 asking 
for the withdrawal of Portuguese military forces from the territories situated 
between Angola and Mocambique put an end to the Portuguese pretensions 
to these territories, but the treaty with Great Britain from June 1891 left 
Portugal with vast African areas which it was necessary to colonize effectively 
(Marques, 1981). 
To interestthe Portuguese people in theirColonial Possessions, to administer 
these territories, to develop their commerce and industry, it was necessary 
for the Portuguese to know the geography of these territories 
The SGL and the 'Comissao Central de Geografia' (`Central Committee of 
Geography') were created in the 1870's. There is evidence that their efforts 
concentrated mainly on the Colonies, but the geography of Portugal specially 
at the beginning was not neglected. 
Geography teaching was deemed to be important. The `Seccao de Ensino 
Geographico' contributed to the improvement of geography teaching at 
different levels. 
To show evidence of the importance of the colonial problem, among those 
who had a more important role in the development of geography teaching, 
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we can point out, for example, Deusdado (1890) wrote a Plan for a 
Portuguese Colonial School afterthe British ultimatum. One of the disciplines 
of the Colonial School according to his plan would be Colonial Geography; 
Silva Telles promoted the first National Colonial Congress, organized by the 
SGL which was held in 1901, he also belonged to the Committee which 
organized the second (1924) and the third (1930) Congresses (Santa Rita, 
1934); Batalha Reis in 1878 signed a proposal to be sent to the Portuguese 
Government about the need for creating a Colonial School (it was created 
only 28 years later), he was a member of the Portuguese National Committee 
for the Exploration and Civilization of Africa and between 1877 and 1891 he 
defended Portuguese rights over African territories,... (Machado, 1941). 
Some members of the 'Seccao de Ensino Geographico' played an important 
role in Colonial affairs, such as Luciano Cordeiro who was one of the first 
members of this Section. 
b) The teaching of geography at primary and secondary levels precedes its 
institutionalization at academic level. The lack of an effective scientific and 
pedagogical preparation for geography teachers was the main cause for the 
poor state of geography teaching at school level and for the bad quality of 
many textbooks. 
c) First a simple auxiliary to history, geography became 'independent'. This 
separation was acclaimed by those more interested in developing geography 
teaching. 
d) Frequent political changes which occurred during this period led to successive 
reforms of primary and secondary education. The importance of different 
disciplines in secondary school curriculum varied according to the educational 
ideologies of the author of the reform. This was more evident in relation to 
scientific disciplines, but also influenced others. 
e) The place of geography in the curriculum varied with the different reforms 
and reached a minimum in 1888 (when the discipline became independent 
from history) and a maximum (as well as history) in 1894 (after the British 
ultimatum). 
f) The different syllabuses corresponded to different conceptions of teaching 
geography. They were all 'encyclopaedic' and there was always too much 
content to cover in the time ascribed to geography teaching. The researcher 
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believes that the 1894 syllabuses correspond to a real progress in relation 
to the previous ones. But without good teachers and good textbooks, the role 
of syllabuses is minimized and this was the case. 
g) Influence is evident of French, Belgium, German and English geographers 
on the geography teaching conceptions in Portugal (among the most 
influential are Levasseur and Drapeyron). Books from these countries were 
recommended and approved for geography teaching at secondary and even 
primary levels. 
h) The developments in geographical science were due to people whose main 
activity was in another field. A forestry engineer - Barros Gomes; an 
agronomist, historian, diplomat, Batalha Reis; a Bachelor of Medicine, Silva 
Telles, among those quoted above. But a generalized conception of 
geography as a science and as a school subject did not exist at the time. 
The improvement in knowledge about the geography of Portugal was 
effective with the development of the mapping of the territory and of other 
scientific knowledge concerning Portugal. 
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5.2.2 	 The period 1911-1973 
5.2.2.1 	 Geography at academic level  
The institutional context 
As was stated above the 'Faculdades de Letras' (`Faculties of Arts') from the 
Universities of Lisboa and Coimbra were created on 9th May 1911. They had five 
sections, one of them of Historical and Geographical sciences. A curriculum was 
prescribed for each section 51. For the section of Historical and Geographical 
Sciencesthe curriculum included the following geographical disciplines: Systematic 
Geography and Physical Geography (in the Faculty of Sciences) for the first year; 
Geography of Portugal and Colonies for the second year; Political and Economic 
Geography for the 3rd year. There were thus four geographical disciplines out of 
a total of 25 disciplines (these included ethnology; practical cartography, but 
essentially historical disciplines, philosophy, philology, Portuguese literature). The 
place of geography in the curriculum was hence much less important than history. 
The courses were to include lectures, practical work and scientific research 
exercises. In the course on Geography of Portugal, at least one scientific excursion, 
with the purpose of doing regional studies of the country, was to be organized each 
year. 
Students would study all the disciplines in order to be admitted for a 
Bachelors degree which included written tests and oral tests. In the section of 
Historical and Geographical Sciences the written test included 6 historical disciplines 
and political and Economic Geography. The oral test 5 historical disciplines, 
Systematic Geography and Geography of Portugal and Colonies 52. The importance 
of geography was still less than that of history . 
On the 21st May 1911, 'Escolas Normals Superiores' were created as 
annexes to the Faculties of Arts and Sciences. Their aim was: to promote high 
pedagogical culture and the qualification needed for secondary and primary 
teaching, and for admission to the inspectorate. The courses lasted two years: one 
of pedagogical preparation and the second of initiation to pedagogical practice. For 
the future secondary school (liceus) teachers the course included in the first year: 
Pedagogy (with exercises in experimental pedagogy); History of Pedagogy; Child 
Psychology; Science Theory; General Methodology of 'mind' sciences Csciencias 
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do espirito'); Organization and comparative legislation of secondary education; 
Hygiene and specially school hygiene; Moral; High Civics Instruction. In the second 
year, special methodology of the disciplines corresponding to a Bachelor's degree 
and pedagogical practice in a secondary school (`liceu central'). At the end, the 
future teacher would sit an examination to evaluate his pedagogical aptitude. 
This was another important step to have qualified geography teachers, 
adequately prepared scientifically and pedagogically. 
Nevertheless, in the Faculties of Arts the importance of geography was 
much less than that of history. Heleno Junior (1919) regretted this fact. 
Pereira de Sousa (1924) also regretted that geography students were only 
obliged to attend the Physical Geography course at the Faculty of Sciences, not to 
pass an examination, and the fact they were not able to understand part of the 
course because they had not acquired the necessary scientific preparation in 
secondary schools (they came from the Arts section). 
The reform of studies in 1926 maintained geography linked to history and 
only in 1930 did 'Geographical Sciences' become independent. The course had 
then four years: in the first two years students had only courses in the Faculty of 
Sciences (they did not study any geography during these first two years) and in the 
last two years in the Faculty of Arts. The consequences were that many students 
during the first two years gave up the intention of doing a geography course and took 
the option of doing sciences (Schwalback, 1937; Amaral, 1983). 
In fact the number of geography students until the 70's was very small and 
smaller still were the number of those who completed the course. In Coimbra the 
first students completed the Historical and Geographical Sciences course in 1915/ 
16. They were only seven and in the following year only one. Between 1918 and 
1930 only 45 students finished the course (average 3.75 per year) and between 
1930 and 1933, 33 students completed it. Aftergeography had become independent 
from history in 1930, the number of students who completed the geography course 
was very small; in the period between 1935/36 and 1955/56, 23 students (average 1.2 
per year), between 1956/57 and 1961/62, 42 students (Rebelo, 1986). The same 
happened in Lisboa, where the number of students was always very small. 
There was much time left for University teachers to do research work but the 
consequences were that the number of university geography teachers did not 
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increase and there was a growing shortage of geography teachers (with adequate 
scientific preparation) for secondary education level. 
In 1957 there was another reform of the Faculties of Arts to give a more 
sound scientific preparation to the graduates and the duration of the course was 
increased from four to five years. Then the geography course was much altered. 
In the first and second years students had disciplines in the Faculty of Sciences and 
Arts (not only in the Faculty of Sciences as before). The last three years only in the 
Faculty of Arts, where besides geography, a two years course of ethnology and 
three historical disciplines were compulsory. There were also three optional 
disciplines (usually students chose historical ones also). 
The researcher did her geography course following the curriculum 53  
instituted by the 1957 reform. The disciplines from the Faculty of Sciences were not 
adapted to the needs of a future geographer and they did not take into account the 
lack of previous knowledge of geography students in comparison with students 
from other courses (namely in geology). Very little fieldwork was done. In the 
Faculty of Arts the geography disciplines were Physical Geography (a two years 
course); Human Geography (atwo years course); Regional Geography; Geography 
of Portugal; Geography of the Tropical Regions (a two years course); Applied 
Geography and a research seminar. To complete the Geography course students 
were to present a dissertation (usually a monograph). 
There were then in Lisboa (in the middle 60's) one geography Professor and 
four lecturers. The researcher specially remembers 0. Ribeiro who introduced us 
to Human Geography and during his course showed evidence of a great admiration 
for P. Vidal de la Blache and particularly for P. Gourou's geographical concepts and 
works. He 'took us' from rural Europe to the colonization of Canada, to the Pre-
Colombian civilizations, to the introduction of new crops in Africa, to Monsoon Asia 
and the civilizations of rice, to China and the bamboo civilization, to the Polynesian 
navigations. He 'took us' from Pre-history to the XXth century traditional rural 
Europe. I. Amaral taught us Physical Geography and the Geography of Tropical 
Regions, organizing carefully his lectures and exposing the old and new physical 
geography theories. Unfortunately, the aims and the organization of othergeography 
courses were not so evident. 
The ethnology course (J. Dias was then the Professor) and some historical 
ones completed our 'cultural geography' and gave us some bases to elaborate a 
classical regional monograph. We did not do much fieldwork, but every year an 
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annual excursion was organized and again I remember 0. Ribeiro describing and 
explaining 'his' Central Portugal. In relation to geographical techniques we were 
introduced specially to map reading and interpretation. 
Due to the length of the course and the obligation to present a dissertation 
(the Faculty of Sciences courses had only four years and no final dissertation) the 
number of geography students did not increase appreciably. With respect to 
Coimbra, Rebelo (1986) says that until 1967 only 12 students finished the course 
(in five school-years). The number of students was small and many left the Faculty 
and started teaching at secondary level without presenting the final dissertation (too 
demanding in time and money). 
In 1968 there was a new reform and the degree of 'Bacharel' obtained at the 
end of a three years course was created, but the degree of 'Licenciado' obtained 
at the end of a five years course and the presentation of a dissertation was 
maintained. The curriculum was only slightly altered. The cause of this reform was 
again the shortage of teachers for secondary education 54. Since then the number 
of students has increased continuously but the proportion of those who presented 
the final dissertation was very small, and many even left the Faculty at the end of 
the first three years or without completing the five years course. The need for a new 
reform of the Faculty of Arts courses was then evident, but this only happened after 
1974. 
Gaspar (1985) links these reforms with broader transformations in Portuguese 
society: in relation to the 1911 reform he points out that 'the important role of the colonies 
in the ideology and policies of First Republic is reflected in one of the few compulsory 
courses: The geography of Portugal and its colonies" (Gaspar, 1985, p. 316). 
'In 1930 geography became an independent university degree in the early 
years of fascism, when the idea was that the subject should contribute to the 
renovation of Portugal, Geography was to play a "scientific" role in this process, 
whilst the role of history was viewed as being more "ideological". The name of the 
subject changed to ciOncias geographicas (geographical sciences) and great 
weight was placed upon disciplines such as physics, mathematics, mathematical 
geography, mineralogy and geology. The colonial orientation was also strengthened 
and given greater autonomy with courses such as "Portuguese colonial geography" 
and "History of the discoveries and Portuguese colonization". At the same time, a 
one-semester course in human geography (Geografia Humana) appeared for the 
first time. The imbalance between the interests and qualifications of the teaching 
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staff and the heterogeneity of the courses made this reform a great failure...'. 
According to the same author (idem, p. 317), the 1957 reform linked to 'the 
so-called "modernization of Portugal" also gave a new role to geography and many 
other subjects. Geography was no longer to be an "applied" or "scientific" subject 
but was to have a more ideological role, mainly because of its importance in the 
curricula of secondary schools. Universities were to become institutions where 
geographers were to be trained as teachers of geography, and in university 
geography a balance can be observed between earth, biological and historical 
sciences on one side, and physical, human and regional geography, together with 
anthropology, on the other. The course "Colonial geography" disappeared, being 
replaced by Geografiadas Regid es Tropicais ("The geography of tropical regions") 
which assumed an important role in the curriculum'. 
As a matter of fact, as has been shown, geography always had an ideological 
role, specially concerning a 'colonial ideology' linked to the patriotic mission of 
carrying on the greatest Portuguese 'deed of valour': the XV and XVI century 
discoveries. 
Faculties of Arts have always been institutions which gave scientific 
preparation to secondary school teachers (This was the future profession of the big 
majority of their students), and with the institution of the 'Curso de Ciencias 
PedagOgicas' (see p. 156) they were also in charge of giving them a theoretical 
pedagogical training. 
As was also shown, reforms at university and school levels are linked to 
political, economic and social changes. 
Geographical science  
In the Faculty of Arts of Lisboa, the first geography professor was Silva 
Telles. Silva Telles was a Bachelor of Medicine who also studied Anthropology. His 
first geographical works concerned the possibility of European people settling in 
tropical areas and included notions of geography, anthropology and tropical 
hygiene. In 1902, when the Tropical Medicine School was created he started to 
teach a discipline there that he called 'Hygiene and Climatology' and later on 
'Climatology and Medical Geography'. He became professor of the 'Curso Superior 
de Letras' in 1904. 
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In 1908, he presented a paper in the IXth International Congress of 
Geography (held in Geneva), with the title of 'L'enseignement superieur de la 
Geographie' where he defended the teaching of geography as an autonomous 
science. 'Elle a ses faits et ses lois. Son corps de doctrines provient de sources 
diverses: les sciences mathernatiques, physico-chimiques, naturelles et sociales. 
Cette autonomie exige, au point de vue didactique et pedagogique, une 
independance complete de l'histoire' (Telles, 1908). An autonomous science, in 
accordance with the naturalistic concept (then widely accepted, specially in the 
German science), a synthetic and integrating approach in studying different 
geographical aspects (see Ribeiro, 1976). 
For Ribeiro (1976, p. 19), Silva Telles' most original work is about the scientific 
concept of geography, published in 1915 '0 conceito cientifico de Geografia' where 
he defends again a naturalistic or synthetic concept of geography as a science. For 
the author the 'central theory' of geography is the knowledge of a systematic 
synthesis and of the local and regional syntheses. This work is a strong reaction 
against mainly descriptive geography and the lack of definition of its more exact 
limits in relation to othersciences having links with geography (Ribeiro, 1976, p. 19). 
In 1924 he presented a report to the International Colonial Institute session 
held in Rome with the title 'Rapport sur la Climatologie Intertropicale et le Climat des 
Colonies Portugaises' which according to Ribeiro (1976, p. 24) is his greatest and 
most original work in climatology. Firstly he gave a classification of these climates, 
secondly he wrote about the climate of the Portuguese colonies (using the 
documents then available), and then about the possibilities of settlement of 
European colonists in areas with different intertropical climates. 
The same author (Ribeiro, 1976) points out his originality in analysing the 
regional Portuguese landscapes 55 and the aim of showing evidence of the 
geographical autonomy of Portugal 56. 
Santa Rita (1934) says that Silva Telles' written works did not reflect his 
influence and social value. His importance in the development of geography had 
been fundamentally as a professor exerting an enormous influence over his 
students; Ribeiro (1976) says that he introduced in geography teaching a rigorous 
scientific method and, though his works have an unequal importance, they show his 
talent as geographer sometimes. 
Silva Telles had no initial preparation in geography, travelling and reading 
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he developed his geographical knowledge and transmitted a scientific conception 
of geography to his students, but he was not a researcher, he was essentially a 
teacher. Silva Telles also taught Economic Geography at the 'Escola Superior de 
Comercio'; he was for 12 years General Secretary of the SGL, Vice-Rector and 
Rector of the University of Lisboa, Member of the Parliament and for a short time 
Minister of Public Instruction. In the section of this thesis concerning geography 
teaching at school level, his role for the development of geographical education in 
Portugal will be mentioned. 
According to Ribeiro (1976), L. Schwalbach, S. Telles' disciple who became 
his collaborator, neither had the teaching qualities, nor the research qualities of 
Silva Telles, though his bibliography shows a vast field of interests. (In fact his works 
are written in a difficult language, not very adequate for scientific works, trying to 
show an erudition sometimes inappropriate for the topic of the work). 
In 1943, 0. Ribeiro occupied the chair left vacant since 1930 after the death 
of Silva Telles . 
In Coimbra the first professor of Geography was A. Ferraz de Carvalho. He 
was a geologist, who started teaching at the University of Coimbra before its reform. 
First he taught in the Faculty of Philosophy (which after the reform became the 
Faculty of Sciences) and he also initiated the study of geography in the Faculty of 
Arts. 
Gird° says Ferraz de Carvalho went in 1912 on a visit to the most notable 
scientific centres in foreign countries to study the organization of geology and 
geography teaching (see Girao and Morais, 1955). He worked in Portugal, in the 
Portuguese Atlantic Islands and in the Overseas Provinces 57. His main works 
concerned geophysical and geological aspects but he also published works on 
geography. Girdo, who was one of his students, collected and published the first 
Ferraz de Carvalho lectures on Systematic Geography in 1914. At the time there 
was nothing else about this subject in Portuguese and when in 1915 he published 
his lectures on the Physical Geography of Portugal, there was in Portuguese only 
the Noticia sobre a Carta Hipsometrica de Portugal' from P. Choffat (1907), the 
`Introducao Geografica' from Silva Telles (1908) and the works that we have 
already quoted from G. Pery and Barros Gomes (the work of Barros Gomes 'Cartas 
elementares de Portugal' was then forgotten). (See Gird° and Morais, 1955, p. 3). 
Rebelo (1983 a) says that the most important of Ferraz de Carvalho's 
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geographical works were three articles 'Portugal' (1930 a), published in an 
encyclopaedia where the author gave the first good summary of the geography of 
our country; the 'Problemas da Orogenia Portuguesa - 0 Relevo da Orla Sudoeste 
do Planalto da Beira-Alta', (1930 b); and the 'Contribuicoes para o Estudo da 
Geografia em Portugal' (1948), essentially a topog raphic and geological description 
of Portugal. Thus he particularly made an important contribution to the development 
of physical geography studies in Coimbra. 
His disciple A. Girao, who taught geography in the same university in 1918, was 
a notable geographer who presented in 1922, the first doctoral thesis in geography in 
Portugal, 'A Bacia do Vouga. Estudo Geografico', which was also the first geographical 
monograph presented in Portugal. Though the choice of the area of study, a river 
basin, was criticized by Lautensach (1948), because it did not correspond to a natural 
region 58, the same author pointed out that this was the first time that a part of the 
Portuguese territory was the object of a scientific geographical study. In 1925 Girao 
presented another monograph about a Portuguese town, 'Viseu. Estudo de uma 
aglomeragao urbana' 59, which was for about 20 years the only urban geography 
monograph written by a Portuguese author (Amaral, 1983, p. 69). This same author 
(Amaral, 1983, p. 69) pointed out that Girao was an initiator in many fields, including 
the importance given to fieldwork. Some of his work was important for the 
improvement of geography teaching at school level namely his Geography of 
Portugal (1941 a). (The author in the introduction quotes the works of Barros 
Gomes, hoping that his work could also be useful to the pupils, emigrants and 
colonizers); and an Atlas of Portugal (1941 b), with 40 maps 60. The geographical 
scientific preparation he gave for future teachers of geography was equally 
important for the development of geography teaching. 
Girao had an excellent preparation in history, and among his works were 
some about historical subjects. In many of his geographical works he also gave 
importance to historical evolution in order to explain the geographical features of 
the present time. His importance in the development of geographical science in 
Portugal is recognized by 0. Ribeiro. This author says that this science had in 
Portugal, three founders: Barros Gomes, Silva Telles and A. Girao. The last one, 
disciple of geologists and historians, was initiated into geographical science by 
reading and doing fieldwork (Ribeiro, 1970 a, p. 5-6). 
In 1950 Girao initiated the publication of a geographical magazine 'Boletim 
do Centro de Estudos Geograficos', where he published a large number of articles. 
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(However, due to several difficulties this magazine stopped being published in 
1967). 
In one of his articles published in 1952 '“Quo 	 Geografia Humana?' 
Gird° drew attention to the state of geographical science in various European 
countries, particularly in France, noting the uncertainty which was often observed 
in the concept, the methods and the purpose of research in geography. Particularly 
in human geography he was against the conceptions of A. Cholley 'la geographie 
est essentiellement homocentrique'; of Le Lannou 'la geographie est la connaissance 
de l'homme considers comme habitant de la planete'; of Max Sorre 'prendre 
comme centre d'interet le groupe' and particularly of A. Gibert who considered 
geography 'une attitude d'esprit, une methode, un point de vue'. For Gird° the 
definition of geography from Vidal de la Blache 'Ia geographie est Ia science des 
lieux, non celle des hommes' should not be forgotten (a definition that came from 
the geography humanists of the 17th century). Man is not just a simple 'fact' but is 
mainly an important geographical 'factor'. He pointed out the need to consider, side 
by side, two orders of principles, which often were not distinct in the landscape: the 
physical or 'natural' and the 'human', and consequently a natural or 'physical' 
geography and an artificial or 'human' geography. 
At this time geography in France was facing a crisis in regional geography 
and increasing specialization. According to Claval (1984, p. 29), 'although the 50's 
and 60's were years of intense work and thought, the results did not measure up 
to the effort expended upon them. Geography had developed in a material sense 
but without anyone being able able to define its boundaries and understand 
completely the uneasiness which oppressed it'. Girth) felt this problem and the need 
to return to the best sources: geography is 'la science des lieux'; human geography 
studies the Earth as modified by human activity. 
In 1932, V. Taborda presented in Coimbra a doctoral thesis which was a 
regional monograph about the NE part of Portugal 'Alto Tras-os-Montes. Estudo 
Geografico'. In the introduction to his work the author says that it was then almost 
impossible to do a definitive regional geography in Portugal because there was not 
enough climatic data, rivers, vegetation, evolution of the agriculture, of the 
population... were not yet studied and the statistical data available was insufficient. 
So he prepared questionnaires and did fieldwork for several months in order to get 
adequate information. Nevertheless, according to Lautensach his work was one of 
the best regional studies done in Portugal, specially the human part based on 
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fieldwork. 
0. Ribeiro, the most well-known Portuguese geographer, has written not 
only about his scientific and academic life, but also about those who influenced the 
evolution of his scientific thought and those who became his disciples. 
History of the evolution of geographical thought in Portugal has not yet been 
done, but reading and analysing Ribeiro's writings it is possible not only to have an 
almost complete image of the evolution of geographical science in Portugal during 
more than fifty years, but excellent insights into other sciences and a picture of 
academic life. I hope that soon an experienced geographer, among those who 
worked with Ribeiro for many years, will do a critical analysis of his works, which 
would be of inestimable value to other geographical studies and would give a 
panorama of Portuguese scientific activity during about half a century and of the 
influence exerted on its evolution by external and internal factors. 
Ribeiro, born in 1911, took the course of Historical and Geographical 
Sciences at the Faculty of Arts of Lisboa. Silva Telles was his professor during one 
year (he died at the end of this year). Ribeiro praised Silva Telles' theoretical 
geography teaching (see p. 127) but he stated what students learned in his courses 
could not be applied to field observation. Geography teaching at the Faculty of Arts 
was then merely theoretical and Ribeiro states he never made an excursion nor saw 
a large scale map during the course. At the Faculty of Sciences the teaching was 
better, with practical work and outdoor visits. 
Ribeiro acquired a humanistic education and expresses admiration, among 
others, for the historian, Manuel Ramos, and for the ethnographer José Leite de 
Vasconcellos (the first to do scientific and rigorous fieldwork in Portugal). (See 
Guerreiro, 1984). For his humanistic and naturalistic preparation the reading of a 
large number of works in many domains was important too. 
To complete his preparation in geology, he followed a course in the 'Institut° 
Superior Tecnico'. The professor was E. Fleury who organized excursions every 
week which were very important to Ribeiro's learning field observation. He had the 
opportunity to visit all the Atlantic Portuguese Overseas Provinces and the Island 
of Madeira in 1934. It was his first contact with two of his main areas of study: the 
Atlantic islands and tropical areas. The other, the main area of study was Portugal, 
where the Mediterranean and the Atlantic influences interweave and give to 
Portuguese territory a dual aspect (Ribeiro, 1945). 
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In 1935 Ribeiro presented a doctoral thesis, a regional monograph 'A 
Arrabida - Esbogo Geografico', which according to Lautensach was well written but 
did not present the rigour of observation and of method that other later works would 
show. His geographical training was completed in Paris, where he followed among 
others, the courses of Physical Geography of E. De Martonne and of Human 
Geography of A. Demangeon. 
In 1941 he started to teach at the University of Coimbra where he gave a 
strong impulse to physical geography, giving importance to fieldwork and mapwork 
in his teaching and in research works (see Ribeiro, 1970 a) and in the 1942/43 
school year he started to teach at the Faculty of Arts of Lisboa. 
In 1943 in Lisboa the 'Centro de Estudos Geograficos' ('Geographical 
Studies Centre') was created which up to the present has had a primordial role in 
the development of geographical research in Portugal. Another identical centre had 
been created in Coimbra in 1942. The Lisboa centre was the basis for the 
organization of the XVIth Geographical Congress held in Lisboa in 1949. 
In 1949 Ribeiro had already 81 works published, among them 'Portugal, o 
Mediterraneo e o Atlantic°. Estudo geografico' (1945), one of the best known of his 
works (the 5th edition appeared in 1987). It is the first synthesis elaborated by the 
author. 
For the IGU Congress he elaborated two excursion-guides: 'Le Portugal 
Central' and 	 de Madere. Etude gdographique'. Central Portugal had been his 
main area of research and if a general knowledge of the country made possible a 
synthesis of its geomorphological problems, it was Central Portugal that furnished 
the essential connections and the hypotheses which were the bases of his work 
(Ribeiro, 1970 a). The study of Madeira was the first monographic study of an 
Atlantic Portuguese Island. 
It is interesting to indicate that in the IGU Congress -1949, besides these two 
excursion-guides, Ribeiro presented 6 papers: one to the Cartography section; one 
to the Physical Geography section; three to the Human and Economic Geography 
section and one to the Vlth section, on methodology 61. 
He became the 'geographer of Portugal' (Ribeiro, 1970 a, p. 32) before 
enlarging his area of study mainly to the Atlantic Islands; the Overseas Portuguese 
Provinces (Portuguese Guine, Portuguese India, Angola and Mocambique), Brasil 
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and so on, which gave him the possibility of writing comparative studies on human 
geography which included three continents: Asia, Africa and America (Amaral, 
1984). 
The German H. Lautensach, the French E. de Martonne and P. Birot and 
others did research in Portugal. Ribeiro collaborated with them. The contribution of 
H. Lautensach and of P. Birot to the knowledge of Portugal as well as to the 
development of geographical research was very important. (See Ribeiro, 1971, 
1973, 1985). He also collaborated with geologists (Portuguese and Spanish), 
ethnologists and historians. 
His first collaborators in the 'Centro de Estudos Geograficos' had an initial 
formation other than geography (M. Feio an engineer, interested in geology and 
paleontology, who presented a doctoral thesis on geomorphology; F. Tenreiro, with 
a Colonial School course, who produced a thesis with concepts and methods from 
sciences other than geography, namely from ethnology and sociology). For the 
organization of the IGU Congress he also asked the collaboration of researchers 
from different disciplines. 
In the decades following the IGU Congress, until now, Ribeiro has gone on 
publishing his works which now exceed 300. He has worked and published works 
on physical, human (rural, urban, cultural), regional and historical geography and 
in other disciplines, namely, he did geological surveys, ethnological introductions 
and historical articles (Ribeiro, 1983). 
It is important to enumerate two other of his initiatives: (1) the creation of the 
magazine 'Finisterra', which made possible the publication of geographical research 
articles, until then dispersed in several magazines and (2) the organization, in 1967, 
of an International Geographical Meeting. (See Ribeiro, 1968). 
It is important for this thesis to analyse Ribeiro's geographical thought and 
his influence on his disciples and consequently on school geography. 
In an article entitled 'Conception et Interpretation en Geographie Humaine' 
(1961-1962) (which is a translation into French of a work published in 1960 'Atitude 
e Explicagao em Geografia Humana' and for which an abstract is written in English) 
the author states: 'Human geography is torn between two tendencies: the ecological 
tendency examines man in interrelation with the natural environment, the chorological 
tendency places the accent on the changes which man has produced in the 
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landscape. Man, in this sense, is a genuine geographic factor. There are two 
extreme positions: one tends to point out the role of determinism of the natural 
environment, the other seeks «the key to geographical explanation» in the culture 
of man..., the author while according an essential place to culture in geographical 
interpretation, draws attention to the fact that culture itself is explained in large part 
by its genetic environment...' 
For the author 'research into ecological correlations is not the essence of 
human geography. Human geography ought to remain «the description and 
interpretation» of the human elements of the landscape, of regions, and of 
continents. Its fundamental method remains observation. The interpretation, with 
delicate gradations as in all the social sciences, ought to be based simultaneously 
on the «influences of the environment» and on the resources of the culture of a 
given people. It thereby reflects both determinism and the freedom of choice in all 
human behaviour'. 
In Ribeiro's human geography works, the importance of physical conditions 
is always present, as well as the role of History and of 'Man as a genuine geographic 
factor'. 
Claval (1976, p. 103) says about that article 'Conception et Interpretation en 
Geographie Humaine": 'Nulle part on ne trouve mieux decrits les methodes et les 
problemes de la geographie classique. Nulle part on ne comprend mieux son interet 
profond. Les exemples qu'il developpe montrent comment les paysages culturels 
sont faits d'ambiance et comment des ambiances varides se fondent en certaines 
zones priviligiees jusqu'au point ot:, l'on se demande ce que permet de classer tel 
ou tel paysage dans tel ou tel ensemble... Au-dela,... it en arrive a cette question 
qu'on ne peut eviter de se reposer apres toute enquete de geographie historique: 
quel a ete le role du milieu? La geographie classique est née de la critique du 
daterminisme, mais le sage qu'est le geographe classique ne peut s'empOcher de 
s'interroger sur le role de ce personnage muet qu'est la nature, le paysage si l'on 
veut, dans revolution du monde'. 
In 1962 (work published in 1987) Ribeiro pointed out that each region is 
unique and the wish to reduce the infinite number of regions to a certain number of 
types was dangerous, though attractive and in 1970 he pointed out that the regional 
monographs were still very useful in countries where the traditional structure 
remained and where the diversity of regional combinations had not yet been 
completely effaced (Ribeiro, 1970 a, p. 40). 
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In the same work (p. 52) he says: in spite of geographers being increasingly 
interested in applied geography, and not denying its importance, he says that he 
is not interested in these kind of studies, fortwo reasons: firstly, to obtain intellectual 
satisfaction the pleasure of understanding is enough secondly, because in 
Portugal, the government does not take notice of geographers' work. 
Finally in 1972 in an article entitled 'Nouvelle geographie et Geographie 
classique (a propos de deux editions recentes)' - the French translation of B. 
Berry's book 'Geography of Market Centers and Retail Distribution' and a new 
edition of P. Gourou's book 'La Terre et l'Homme en Extreme-Orient' - Ribeiro says: 
'New Geography endeavours to be theoretical, quantitative and 
normative. It maintains that to understand, scientifically, the regularities 
which are to be found in the distribution of retail business and services 
one needs to be able to predict them according to a theory. But the 
scientific attitude is not necessarily deterministic and the behavior of 
people before a market is not always logical. As much as a central place 
of economic activity, the market is a centre of social life which is difficult 
to reduce to measurable values. 
On the other hand, the passage from concrete examples to the 
the theoretical diagram (...), implies grave distortions of both position 
and surface which appear contradictory to the quantitative rigour which 
the method lays claim to. Geographical space, far from being abstract 
and uniform, is rugged and differentiated. 
...The book of Pierre Gourou tries to emphasize the causes of the 
(development) 62, in vast spaces, of dense peasant populations which 
characterize the Far East. It is based on one theory: civilization, the key 
to explanation in geography, without, for all that, the study of its relations 
with the physical conditioning being overlooked. He attaches the 
greatest importance to a fundamental quantitative value: population 
density. Interesting himself very closely in the historical evolution and 
contemporary transformations, he nevertheless refuses to make any 
forecast. 
...The study of the hierarchy of central places is, undoubtedly, a 
useful contribution to geographical knowledge, but, like any study of 
human geography, it must bear in mind both physical and historical 
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factors of localization. The assumption of a uniform plain, uniformly 
populated, is not a legitimate abstraction, but a meaningless statement 
which can only cause geographical thought to deviate from its true 
course'. 
The influence of the French School of Geography and specially of the 
cultural geography of P. Gourou is always present in Ribeiro's geographical 
thought. Ribeiro is one of the most remarkable of cultural geographers. 
The majority of theses presented then in Lisboa were monographs and the 
field of study the Atlantic Islands: Sao Miguel (Acores) by R. S. Brito, 1955; Sao 
Tome (Gulf of Guine) by F. Tenreiro, 1961; Santiago (Cabo Verde) by I. Amaral, 
1964. M. Feio presented in 1952 a thesis on geomorphology 'A evolugao do relevo 
do Baixo Alentejo e Algarve'. The authors though much influenced by Ribeiro 
introduced in their works innovations and even different conceptions (Gaspar and 
Gama, 1981). 
The studies of I. Amaral on urban geography, in 1956 and principally in 1968, 
already showed evidence of the influence of the Ecological School of Chicago. But 
only in 1972 J. Gaspar (who presented his doctoral thesis after doing two post-
graduate years at the Institute of Human Geography in Lund, Sweden, whose 
director was then T. Hagerstrand), introduced in Portugal the Central places theory 
of W. Christaller applying it to the study of the area of Evora (a town situated in a 
plain area). 'A area de influencia de Evora. Sistema de fungoes e lugares centrais'. 
In Coimbra, A. Fernandes Martins after a dissertation about a river basin 
presented in 1940 '0 Esforgo do Homem na Bacia do Mondego. Estudo Geografico' 
where the author had good results concerning the human aspects of the area 
(Lautensach, 1948); became well-known by his doctoral thesis where he studied 
a limestone area of the centre of Portugal `Macigo Calcario Estremenho. Contribuigao 
para o estudo de geografia fisica', 1949. As Rebelo (1983 a) points out, this last 
work represents a reaction against the regional monograph formula (according to 
A. Meynier) and was the first Portuguese work where physical geography became 
autonomous (it is not a work done by geologists and it is not just an 'ancillary' to 
explain the human aspects). Ribeiro (1982) stated that it was an excellent thesis, 
done without adequate geological maps, which demanded rigorous and detailed 
fieldwork, yielding remarkable results (see also Rebelo, 1987). 
In 1961, 1962 and 1964 F. Martins did studies in Mogambique on physical 
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geography (he studied the Inselbergen' of Nampula, but he never published the 
results of his research). The interest of F. Martins in human geography, is evident 
in his work (since his dissertation), and he also had a special attraction for his town 
Coimbra, publishing two essays about it. Nevertheless his most remarkable studies 
are on physical geography. He is remembered for his lectures and left in Coimbra 
a tradition of studies based on rigorous fieldwork. (He taught in Coimbra from 1942/43 
until 1982). 
In Porto, the Faculty of Arts was created in 1919 63, but due to financial 
problems was closed in 1928 64. Mendes Correia who became well known as an 
anthropologist initiated the teaching of Geography there. Physical geography was 
taught by geologists. This Faculty was recreated in 1961 65 and the Geography 
course started in 1972 66. 
This period (1911-1973) saw the development of geography teaching and 
research in Lisboa and Coimbra. In both Universities the possibilist paradigm 
became dominant. Regional monographs were the traditional theses work, but this 
did not become a hindrance to the development of physical and human geography 
specialized studies, namely in geomorphology, urban geography, 'rural way of life' 
and agrarian systems 67. Geography of the tropical regions (the successor to the 
`colonial geography'), was one of the most developed aspects of geography; the 
research almost exclusively done in the Portuguese colonies. It is also necessary 
to point out the importance of the studies done on the Atlantic islands. 
The creation of the `Centros de Estudos Geograficos' in Lisboa and 
Coimbra were fundamental to the development of geographical research (see 
Amaral, 1981 a). On the contrary, the small number of geography students in both 
Universities was a constraint on the increase in the number of staff members and 
consequently on diversifying the fields and topics of research. The small number 
of graduates in geography was a very serious constraint on the development of 
geography teaching at all levels and very specially at secondary school level. 
5.2.2.2 	 Geography at school level  
During the First Portuguese Republic (1910-1926) there was political 
instability with serious economic and social consequences to the Nation. 
Nevertheless, in relation to education, in 1911 there were remarkable reforms 
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specially at primary 68 and higher education levels. 
The primary education reform (though utopian due specially to the financial 
problems of Portugal at the time) included the development of pre-school education 
and the prescription at primary level of three years of compulsory education. To end 
illiteracy temporary schools specially addressed to adults were created. For 
teachertraining a big number of schools were created, with up-to-date methods and 
resources. The results reached at the end of the First Republic were important, but 
not so good as the reformers aimed, mainly for the reasons already indicated 
(political instability and lack of financial resources). 
Some of the reforms at higher education level have already been mentioned. 
Higher education received special attention during this period. 
At secondary level a committee to elaborate a project of reform was appointed 
in 1911, but only in 1917 was a reform decreed, which was replaced the following 
year by another. In fact, during this period there were several reforms of the 
education system and consequently many alterations of the curriculum and 
syllabuses; they did not contribute noticeably to improving the quality of teaching, 
but on the contrary caused a lack of continuity inimical to any kind of improvement. 
In relation to technical education good results were obtained during this 
period. It was developed and up-to-date. 
After 1913 (when the Ministry of Public Instruction was restored) 69, until 1926 
(end of the First Republic), there were 40 Ministers of Public Instruction (quoted 
from Carvalho, 1986, p. 705), some of them distinguished in different domains, but 
their work was not accomplished due to governmental changes which led as a 
result, to too frequent ministerial changes. During this period, one of the main 
problems at an educational level was the lack of a general plan of education, and 
the reforms at different levels were consequently, not clearly articulated. 
On 28th May 1926 there was a military 'coup d'Otat' which instituted a 
dictatorship. In 1933 a new Constitution was approved by plebiscite and the power 
was then attributed to the President of the Republic, the National Assembly, the 
Government and the Tribunals, but in fact the Prime-Minister, Salazar, became the 
true and sole source of political power (Marques, 1981). This regime (which called 
itself the 'Estado Novo', 'New State') was only overthrown on the 25th April 1974, 
at the time of Salazar's successor, Gaetano. 
139 
The first ministers of education of the 'Estado Novo' implemented policies 
which were reactions against those of the republican regime namely reductions: in 
compulsory schooling, primary school curricula, primary school teacher education 
(see Monica, 1978 and Simoes, 1987). Since 1936 the Minister of Education, 
Carneiro Pacheco had as his main aim to inculcate the ideology of the regime on 
youth through: reforms of the education system; of curricula and syllabuses at 
different educational levels; the creation of a youth organization the `Mocirlade 
Portuguesa'; and direct control and centralization of all aspects of education. 
During the post-war period, economic development required modifications 
in the educational policy. The Government proposed in 1952 a plan of public 
education (`Plano de Educagao Popular') and in 1956 when Leite Pinto was 
Minister of Education, compulsory schooling was extended from three to fouryears 
(at first applied to boys only; to girls in 1960) 	 in I 1964, when Galvdo Teles was 
Minister of Education, compulsory schooling was extended to six years without 
ending the policy of 'strong social reproduction and elite preparation as priority 
function of the educational system' (Simoes, 1987). The last Minister of Education 
of the regime, Veiga Simao (appointed in 1970) tried to do what the same author 
calls a 'renewal within continuity'. 
Some of the main aspects of education during this regime were: the priority 
given to an elite preparation; the control and centralization of education and the 
inculcation (specially strong in the period when Carneiro Pacheco was Minister until 
the advent of Minister Pires de Lima, 1936-1955), of an ideology based on religion, 
nationalism, respect for family as an institution and for family values and the cult of 
authority - God, Fatherland, Family, Authority (see Monica, 1978 and Sim6es, 
1987). 
As SimOes (1987) pointed out in the primary school curriculum the inculcation 
of nationalism showed a constant tendency to increase throughout this regime and 
he explained that this was in order to mobilize young males for the fight in Africa, 
where the colonial war began in 1961. In fact this inculcation of nationalism was 
always very strong (its landmarks were: the commemorations of 800 years of 
Portuguese Nationality and 300 years of the Restoration of independence in 1940, 
the nationalistic propaganda during the 50's due to the possibility of occupation of 
the Portuguese possessions in India by the Indian army (which happened in 1961), 
and later, due to the colonial war in Africa. Simoes (1987) says that the content of 
the moral component in secondary education was mainly nationalistic inculcation 
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(greater in grammar schools 'liceus', than in technical schools and greater in the first 
cycle than in the second cycle). The study of Portuguese language and History of 
Portugal, the activities of 'Portuguese youth' (`Mocidade Portuguesa'), compulsory 
cultural sessions in 1936, Choral Singing, in 1936, all envisaged the instilling of 
nationalism. Geography also had an important role in nationalistic inculcation. 
This inculcation was possible because the curriculum and the syllabuses 
were elaborated by committees whose members were appointed by the Government; 
the books adopted in schools were previously officially approved and in primary and 
secondary schools the 'book unique' was imposed (`sole book' that was a 
compulsory book) for a number of subjects; evaluation methods and criteria were 
also fixed by the Government. The Government also exerted direct control of 
schools, choosing their headmasters (since 1930); punishing the teachers who 
showed disapproval of official policies or orders; impeding access to the profession 
for political reasons. This happened at all education levels including higher 
education and teacher training. 
During this period a large number of primary schools were built; and 
specially since 1952 (due to the need to develop industry) the Government showed 
a particular concern in diminishing illiteracy (this also concerned adults). According 
to an official document, in 1955 only 1.0% of children between the ages of 7 and 
11 did not go to school (in 1930 this percentage was 73.1%). However, then, only 
about one third of the children and adults passed the third and fourth class 
examinations (quoted from Carvalho, 1986, p. 792-793). 
The Government showed great concern for secondary education ('liceal' 
and technical) and new schools were built everywhere in Portugal. The number of 
children in secondary education increased more than ten times between 1926 and 
1974, but the number of teachers did not increase in the same proportion, 
consequently the number of children in each classroom increased which was not 
favourable for teaching purposes. 
The project of general education reform of Veiga Simao corresponded to a 
real improvement of education. The proposed educational system (see Appendix 
A, Figures A.2.1 and A.2.2, p. 372-373) comprised three levels of schooling: 
primary, secondary (1st and 2nd stages) and higher. The compulsory school 
attendance period (basic education) covered primary education and the first stage 
of secondary education. Wherever possible it was preceded by a period of two 
years of pre-school education, provided in nursery schools. 
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Primary education lasted four years; the first stage of secondary education, 
provided in preparatory schools, covered two periods of two years each: the first in 
an observational course that was different in nature from the existing preparatory 
course, the aim being, to follow and observe pupils' psychological and pedagogical 
progress; the second was a course of orientation, stressing the development of 
pupils and making it possible for them to select rationally the type of school or 
employmentthat best suited their aptitudes. An extension of compulsory attendance 
to eight years, that is, till the end of the first stage of secondary education 
(approximately age 14) was then proposed. 
At the end of the compulsory school attendance period, came the general 
courses of the second stage of secondary school, which covered two years. These 
courses were provided in three different branches characterized by the relative 
importance given to teaching subjects in the fields of letters and pure sciences, 
applied sciences and their technologies and also aesthetics and applied arts and 
crafts. However in each branch, a humanistic education was provided. The general 
courses of this second stage of the secondary school were followed by a 
complementary course, also lasting two years, with a flexible system with optional 
subjects. (MEN - Portugal, 1972). 
Even after the Revolution of 1974, the reform of Minister Veiga Simao 
remained as the basis of the educational system. There was also development in 
higher education in spite of the financial exigencies and the control exerted over 
staff, students, curricula. 
After this introduction the evolution of geography teaching during these two 
periods: the First Republic period and the New State period will be analysed 71. 
The place of geography in the curriculum  
The secondary school curriculum ('liceal') changed several times during this 
period. Except in the reform of 1926 secondary education lasted seven years (six 
in 1926). After a general course of 2+3 years (reforms of 1918, 1919, 1921, 1930, 
1947 and then until the end of this period) or 3+2 years (reforms of 1917 and 1926) 
or 3+3 years (1936); there was a Complementary Course of two years (one in 1926 
and 1936) with two sections - arts and sciences - until the 1936 reform. In 1936 the 
two different sections were abolished but after 1947 there were several groupings 
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of subjects, eight in 1947 - with a regime by subjects and not by class. 
The study of geography in the general course was prescribed until the end 
of the period (1911-1973). But in the first cycle, geography was included in 1930 
in a discipline called Natural Sciences, and since 1936 in the Geographical and 
Natural Sciences discipline with elements of geography, biology, physics and 
chemistry. 
In 1967/68 the Preparatory Cycle was created (it replaced the two first years 
of secondary education). The then approved curriculum included the discipline of 
History and Geography of Portugal and in 1972 at the time of Veiga Simao's reform, 
experimental syllabuses were created and the study of geography was included in 
the syllabus for Human Sciences. 
In the second cycle the study of geography had always been prescribed, 
except in the 1936 reform (the study of geography was not then prescribed for the 
4th, 5th and 6th years) and in the Complementary Course geography was always 
prescribed for the arts and sciences section and since 1947 for the groupings of 
subjects leading to the following university courses: Geographical Sciences, 
Economics and Finances and Colonial High School Courses. 
During this period (1911-1973), either a whole numberof hours forgeography 
and historyteaching was stipulated (which happened forthe general course in 1917 
and 1930) or there were separate timetables. In this case the number of hours 
ascribed for geography teaching in the general course, was superior to that 
allocated to history teaching. 
In the Complementary course geography was prescribed for both sections 
(arts and sciences), history only for the arts one (except in 1919), and for the 
sections quoted above since 1947. The importance of history in relation to 
geography increased after 1947. In Portugal geography did not have a subsidiary 
place in the secondary school curriculum in relation to history, as in France. It was 
essential for geography to became an independent subject for it to acquire a 
growing importance. 
Geography also had a place in the Professional Schools curricula. In the 
syllabuses dated from 1952 (and altered in 1954 and 1955) the study of Geographical 
and Natural Sciences was prescribed for the Preparatory Cycle, and Systematic 
and Economic Geography for the Commercial Course. 
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Aims 72 
During this long period the main aim of geographical teaching in secondary 
education was to help pupils acquire a knowledge of the Earth, of its physical and 
human aspects and specially of Portugal and its colonial empire. The development 
of mental faculties was also mentioned. 
Secondary education `liceus' were for much of this period, reserved for an 
elite. During the 'general course' this elite acquired a 'general culture', which 
obviously included the knowledge quoted above. The Complementary Course 
prepared pupils for higher education so a more specialized knowledge of geography 
was given to pupils. 
`Professional' schools (Industrial and Commercial) 73 were assigned more 
practical aims linked to pupils' future occupations. For example: to familiarize pupils 
with the more usual processes of utilization, of natural productions and energy in 
order to educate their practical capacities as future economic agents. Special 
importance was therefore given to the study of economic geography. 
Nationalistic inculcation is also an aim of geographical education, specially 
in periods of crisis. For instance at the time of the colonial war it was stated in the 
1968 syllabuses of History and Geography of Portugal for the preparatory cycle: ' 
The love of our history can be identified with the knowledge and the love of our 
territory'. 
In the 1972 experimental syllabuses of Human Sciences (for the 3rd year of 
the first stage of secondary education, Veiga Simao's reform), the aims were much 
better defined than previously, and they included cognitive, affective and social 
aspects. 
The objectives of Human Sciences were to develop: a) A knowledge and 
understanding of the World and Man of today and of their interrelationships, that is, 
the cultural and social reality of today; b) Attitudes needed to assume social 
responsibilities; c) The formation and the development of a scientific mind through 
the study of the cultural and social reality. 
The political changes which began on 25th April 1974 put an end to the 
experiments with the new syllabuses. 
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The syllabuses structure and content 
(See diagrams of the organization of the education system in Appendix A, 
p. 371-373). 
a) 	 The General Course of 'liceus' (1st to 5th years)  
From 1918 until 1926 geography teaching started with the study of the 
elements of cosmography, cartography, physical geography, elementary 
geographical aspects of the continents and seas and geographical terminology. 
The ME instructions recommended starting with the study of the local area 
in order to acquire an elementary knowledge of it and to enable pupils to use 
examples from this area to illustrate the prescribed geographical aspects quoted 
above. This study of the local area would also contribute to developing pupils' 
capacity of observation. During pedagogical walks pupils would carry out direct 
observation of the local area and at the same time, observe it on a map (1919 
syllabuses). 
For the other years of the General Course a regional study of the continents 
was prescribed, and of some countries in particular (specially the great European 
powers, the USA, Japan and in 1918 also Argentina). The study in more detail of 
Portugal, of the Acores and Madeira, of the Portuguese colonies and of Brasil was 
also prescribed (1918, 1919, 1926 syllabuses). The order in which the continents 
were studied was changed, without any justification being given. 
According to the 1918 and 1919 syllabuses the study of Portugal was to be 
done when studying Europe; that of the Portuguese colonies on studying Africa, 
Asia and Australasia. Nevertheless in 1926 the study of geography became 
prescribed only for the three first years of the General Course (and not for five as 
previously) and the study of Portugal, of its colonies and of Brasil was to be done 
in the third year after the descriptive and comparative study of the continents, 
prescribed for the second year. 
In the 1919 syllabuses the study of the history of geography was recommended 
and in 1926 that of the most important polar expeditions. 
It is evident that at the time it was considered essential to do in the 'General 
Course', a study of elementary aspects of systematic geography, before doing a 
regional study of the continents and in more detail of the great world powers, of 
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Portugal and its colonies and of Brasil. The order in which the regional study of the 
continents was undertaken did not seem important at the time. 
The 1919 syllabuses are the best examples of encyclopaedic syllabuses. 
The syllabuses were reduced in 1926, but then the study of geography was 
concentrated in three years, instead of five. 
The regional study of the continents was essentially descriptive, nevertheless 
the instructions advised undertaking: a comparative study; the use of indirect 
observation; and in the fifth year, a synthesis of the knowledge acquired previously 
(1919 Instructions). 
The 1st and 2nd years 
In the 1930,1931 and 1934 syllabuses the study of geography in the two first 
years of secondary education was included in a discipline called Natural Sciences. 
The so-called geographical initiation was not very different from the previous 
syllabuses;the study of elements of cosmography, cartography, physical geography 
and human and economic aspects of the local area was also prescribed, as well as 
the study of elementary aspects of continents and seas. In the second year the 
study of ethnographical aspects (man, races, languages, religions...) was to be 
undertaken and of the Chorography of Portugal, the Agores and Madeira (1930 
syllabuses) and also of the other Overseas territories (1931 and 1934 syllabuses). 
The regional study of the continents (physical, human and economic 
aspects) was prescribed for the second cycle (3rd, 4th and 5th years). 
In 1936 the name of the discipline changed from Natural Sciences to 
Geographical and Natural Sciences. It was a three years' course. The geographical 
content was simplified but did not change because it included elements of 
cosmography, cartography, physical systematic geography and the descriptive 
study of continents. It was stated in the comments on the syllabuses that the 
inclusion of descriptive geography (physical, political and economic), of natural 
sciences and of elementary notions of physics and chemistry, should not be a mere 
juxtaposition of content but should be articulated in order to reach an aim: 
`knowledge of Earth'. The creation of this discipline was meant to reduce the 
number of subjects, and teachers, and the complexity of the study of these 
sciences. 
In 1947 the division into two cycles (2+3 years) was re-established. Then, 
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in the first cycle the geographical content of the Geographical and Natural Sciences 
was reduced to elements of mathematical geography (essentially cosmography), 
some geographical aspects of continents and seas and some elements of physical 
geography. In 1948 the study of geographical aspects of the continents and seas 
was excluded. 
In the comments on the syllabuses it was stated that the syllabuses of the 
discipline of Geographical and Natural Sciences were altered in depth because the 
previous ones were but a juxtaposition of content (from geography, natural 
sciences, physics). The study of the different phenomena and of their 
interrelationships was centred on the 'knowledge of the Earth' but it was done 
through the study of descriptive geography which did not lead to a demonstration 
of the interrelationships among different phenomena. The aim of the new syllabuses 
were to remain the same, 'knowledge of the Earth', but the Earth as the Man's 
environment. Prime importance was given to the study of physical, chemical and 
biological phenomena, which create and modify the environment where Man lives 
and develops his activity. In 1954 these syllabuses were only slightly altered. 
The study of this discipline was interesting and when the teacher was able 
to adapt it to pupils' age, could contribute to developing pupils' capacities. The ME 
recommended that teaching be based on observation and experiments. Nevertheless 
the difficulties of using the experimental method in classrooms with too many pupils 
were pointed out. Pupils were to undertake individual work on a simple topic 
(monographs) under the teacher's direction. These works would contribute to 
motivating pupils and to developing their capacities forwork, for resolving problems, 
for observation and reasoning (this work was prescribed in 1947 and 1948). 
In 1968 the 'Preparatory Cycle' (1st and 2nd years) was created and the 
above discipline was entitled Natural Sciences and the content was simplified. The 
part concerning the relationships between human beings and their environment 
was very much reduced. 
At the same time the discipline of History and Geography of Portugal was 
created. In the previous syllabuses the study of history had been linked with that of 
Portuguese language. In these syllabuses the historical part was the most important. 
The geographical part included in the first year, the study of some elements of 
cartography, and that of Portugal, Agores and Madeira in the XVth century. In the 
second year the study of Portugal of today was done starting with the local 
environment, followed by a study of Portugal and Overseas Provinces (agricultural; 
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industrial and commercial centres; political and administrative organization; 
transports network; cultural centres; spiritual interests and evolution trends). The 
final synthesis was: Portugal and Portuguese population. The variety of territories 
and races and national unity. The Portuguese idea of one universal community. The 
role of Christianity in acquiring it. Perspectives. The ideological role of the discipline 
was evident. It was the time of the colonial war in Africa. 
The 1972 experimental syllabuses (Veiga Simao's reform) for the 3rd year 
maintained the discipline of Natural Sciences and special importance was given to 
the relationships of animals with Nature, including human beings and to pollution 
and environmental conservation. The 1972 experimental syllabuses of Human 
Sciences included the study of Earth, Man and Economies. In fact it included in the 
3rd year essentially the study of geographical aspects of the Earth (physical, 
human, political and economic) and some ethnological ones. The aims of these 
syllabuses (seep. 143) have already been mentioned. They show evidence of the 
objective of improving pupils capacities including those of understanding and 
accepting cultural differences, of intervening in their communities, of acquiring the 
instruments needed for an objective interpretation of social and cultural reality. It 
was a deep modification in relation to 1967/68. 
Fernandes (1981) points out that these experimental syllabuses in Human 
Sciences were strongly criticized by the right wing. Its inclusion in the curriculum 
was approved by the 'Corporative Chamber' Namara Corporativa') but the same 
Chamber severely judged the syllabuses. Measures were even taken by a member 
of the governmental team, `to change' these syllabuses. 
The 3rd. 4th and 5th years 
From 1947 until 1973/74 in the 3rd year of the General Course elements of 
cosmography, cartography, time in relation to longitude, the continents and the 
oceans and a systematic study of the climate followed by the regional study of the 
continents were studied. 
The order of studying the continents was: Europe, Asia, America, Oceania 
and Africa (1947); Europe, Asia, Africa, America, Oceania (1948, 1954); Africa, 
America, Oceania, Asia, Europe (1970/71, 1971/72). Firstly, it was deemed 
appropriate to start the study of the continents with Europe where Portugal is 
located. In 1970-1972 the authors of the reform explained that the study of Europe 
was too complex and it was better to start the study of the continents with Africa in 
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which for example, the distribution of climates was easier to explain. 
The study of Portugal, Acores and Madeira and of the Portuguese colonies 
was undertaken at the end of this cycle. This study included that of the physical 
aspects, population, settlement, agriculture, industry, transport, trade (imports and 
exports). The study of the Portuguese geographical regions did not occupy a very 
important place, it occupied in one adopted book (Loureiro and Patricio, not dated) 
21 pages and in other (Vieira, Moura and Palma, not dated) 17 pages (in the last 
edition before 1974). In 1947 for each year of the General Course a 'monograph' 
of a European country, of Brasil and of a Portuguese colony were prescribed, but 
this disappeared in 1948. 
From 1947 until the 1973/74 school year there was stability in the second 
cycle curriculum, and the alterations introduced did not change its global structure. 
In 1954 all the sentences with colonial connotations disappeared and the designation 
'Portuguese Overseas territories' replaced the designation 'Portuguese Empire'. 
b) 	 The Complementary Course of `liceus' (6th and 7th years)  
During this period, the study of geography in the Complementary Course 
always included systematic geography. According to the 1919, 1926 and 1936 
reforms the study of geography was only prescribed for one year of the 
Complementary Course. In these reforms the geography syllabuses included as 
well as the study of systematic geography, elements of cosmography and 
cartography. 
According to the 1918, 1929, 1930 and 1931 reforms, the study of geography 
was prescribed for two years (6th and 7th). In this case the study of elements of 
cosmography and of the systematic geography always preceded that of Portugal, 
Acores and Madeira and of the Portuguese colonies. Different syllabuses were not 
prescribed for the Arts and Sciences Section 
	 In 1947, in the Complementary 
Course, the study of geography was only prescribed for the groupings of subjects 
leading to a small number of university courses (see p. 142). 
The 1948 reform prescribed for the 6th year the study of: a cosmographic 
initiation; systematic physical geography, anthropogeography and economic 
geography; for the 7th year the study of political geography followed by this of 
Portugal and its Colonial Empire - with special importance being given to their 
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economic aspects. The 1948 syllabuses were not altered in depth until the 1973/74 
reform. 
The analysis of geography syllabuses prescribed in 1948 for the 3rd, 4th, 
5th, 6th and 7th years leads to the following conclusions: 
1. It was regarded as indispensable to start the study of geography with 
mathematical aspects (cosmography and cartography). The study of 
cosmography done in the 3rd year was much deepened in the 6th year. 
2. In the 3rd year the study of climates was prescribed before the study of 
continents. 
3. For the regional study of all continents the study always followed the same 
order: situation; area; relief; oceans; seas and coasts; climate; rivers; 
economic products; population. 
When studying individual countries special importance was to be given to 
the economic aspects in relation to physical background and natural 
resources. Pupils should also learn the names of the main cities. 
In the instructions it was stated that the pre-1948 syllabuses showed an 
excessive concern with systematic geography, which led to a concentration 
on descriptive geography. In fact before, but still after 1948, the study of 
geography in the 3rd, 4th and 5th years was essentially descriptive, though 
good teachers demonstrated the relationships among physical, human (and 
economic) phenomena. Nevertheless the adoption of the same structure for 
the study of all the continents led to a monotonous study. 
`Case studies' were not recommended as in England; geography was 
mainly an enumeration of facts to learn by rote and localize on maps. 
Nevertheless the explanation of the localization of phenomena and of their 
interrelationships led to good mental exercises using the inductive or 
deductive method. 
4. The study of Portugal, Agores, Madeira and the Portuguese Colonies 
prescribed for the 5th year included the study of the same aspects as for the 
study of other countries though in more depth. In the 7th year special 
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importance was given to the study of economic aspects of the Portuguese 
Empire, `to imprint on the pupils' mind the notion that our Empire has 
potential value and that there is a need to study and know its evolution and 
to direct this according to national interests'. 
In France the study of the country by regions was made in depth in 'classe 
de 1 bre. In Portugal this study was not prescribed for the Complementary 
Course 75. 
5. The study of cosmography prescribed for the 6th year included that of the 
vault of heaven; how to locate the stars, the planets by trigonometry, the 
Earth; the sun and the moon (some simple mathematical exercises were 
also compulsory). One part of this study was not linked to the rest of the 
syllabuses content. But in Portugal it was deemed important that pupils 
acquire this cosmographic knowledge. In fact as it was seen before in some 
previous reforms this study was included in the mathematics syllabuses. 
6. For the 6th year as well as the study of cosmography that of systematic 
geography was prescribed . Special importance was given to physical 
geography. The study of physical geography was merely theoretical, pupils 
did not usually do any fieldwork and only a very small number of excursions 
(one or two one-day excursions each year) to observe some physical and 
human phenomena, were organized. 
Anthropogeography (this terminology was still used in the 1954 reform) 
included the study of the concept of anthropogeography; the distribution of 
Man; forms of civilization; the evolution of civilizations. For the 6th year the 
study of the Geography of the Production was also prescribed. 
For the 7th year the study of Political Geography was prescribed, which 
included the study of the great world powers; the expansion of races; 
national expansion; colonial empires and their evolution; economic and 
political expansion (of the great world powers); and finally the study of 
Portugal and its Colonial Empire (see above 4.). 
In 1954 reform the syllabuses were only slightly altered but the sentences 
with colonial connotations disappeared. 
In the officially adopted 'book unique' (compulsory book) for the 6th and 7th 
years (Moura, A. and Vieira, E., 2nd ed. not dated but which was published 
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between 1955 and 1961) 76 Cosmographic Initiation occupied 63 pages; 
Physical Geography 173 pages; Biogeography 23 pages; Anthropogeography 
50 pages; Economic Geography 58 pages. 
In 1972 they were again altered, mainly simplified, for example the study of 
Biogeography disappeared. 
7. For the 7th year according to official instructions, the student's book should 
only contain a bibliography, statistical data, maps and other elements 
needed for pupils to study and discuss different topics. Teachers should 
direct, help and criticize pupils' work. In practice although some work was 
done by pupils (the number varied according to the teachers' and pupils' 
interest in the subject), teachers dictated notes, pupils wrote them down and 
learned them for tests and for examination. In fact teachers prepared their 
pupils for examination, and this was their main aim. 
8. It is important to point out that in the 1974 edition of the adopted book for the 
Complementary Course (Moura and Vieira) the authors stated that the 
writing of the chapter on Climatology was based on E. De Martonne's `Traits 
de Geographie Physique'. In the chapter concerning the relief they quote the 
French E. De Martonne, Derruau and P. Birot and some Portuguese works 
such as: M. Feio 'A Evolucao do Relevo do Baixo Alentejo e Algarve', 1952; 
0. Ribeiro 'Le Portugal Central', 1949; J. Dias 'Minho, Tras-os-Montes, 
Haut-Douro'; A. Fernandes Martins '0 Macico Calcario Estremenho', 1949. 
The same authors were mentioned in the previous edition, done almost 20 
years before. In fact the physical geography chapters were essentially 
based on E. De Martonne's work and the authors added Portuguese 
examples. 
In the 1974 edition (p. 259) the authors state that Human Geography was 
based on the works of: Brunhes, Urabayen, Gird°, V. de la Blache, Ribeiro, 
Demangeon, Sorre, Finch and Trewartha, George, Gilbert, Turlot and 
Lequeux. The same authors were also indicated 20 years before. 
To give another example, the bibliography indicated forthe study of Portugal 
in 1974 (which included the work of P. Birot le Portugal' and works of A. 
Gird° and 0. Ribeiro, beyond the H. Lautensach and M. Feio 'Bibliografia 
Gera! de Portugal') were almost the same indicated 20 years before. In 1974 
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the work of 0. Ribeiro 'Portugal' (1955), was included but the quotation of 
one work of Silva Telles, dated from 1929, among others, had disappeared. 
The facts mentioned above demonstrate that between 1947 and 1974 there 
was too much stability in geographical content at school level. 
Yet, even in the liceus', the majority of pupils no longer belonged to an elite, 
who might acquire a minimal culture in the first five years and a preparation to 
University in the two last years of secondary education. The number of pupils in 
secondary 'liceal' education increased 121.7% between 1969/70 and 1973/74. The 
biggest increase in technical schools was between 1947/48 and 1969/70. 
There was an increasing need to adapt teaching to the new Portuguese 
realities and to the new pupils. It has already been mentioned that Veiga Sirnao, 
started to experiment with new syllabuses. These experiments did not continue and 
after the revolution of the 25th April 1974 new syllabuses were adopted. 
Links with other disciplines 
At the beginning of this period geography and history were already separate 
subjects with separate syllabuses, and in the 1918, 1919 and 1926 geography 
syllabuses and in the 1919 instructions there were no specific references to the 
need for linking the two subjects. In 1926 geography was taught in the 1st, 2nd and 
3rd years and history in the 4th and 5th years. 
But in the instructions concerning the Complementary Course from 1929, it 
was pointed out that history is strongly associated with geography, and without 
geography it was not possible to teach history. Geographical knowledge, as much 
as the interpretation of geographical facts, are indispensable for the understanding 
of social phenomena and consequently geography teaching must not be merely 
descriptive but give importance to intelligent interpretations. 
The 1930 and 1931 syllabuses for the 3rd, 4th and 5th years showed a 
special concern with linking the two subjects and in the observations concerning 
history teaching it was stated that was fundamental to relate historical events with 
the physical and moral environment where they occurred and the description of 
territory must precede historical narration, and maps must always be present. 
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It was in 1930 that geography in the first cycle became included in the Natural 
Sciences discipline, called Geographical and Natural Sciences after 1936. In 1967/68 
the Preparatory Cycle was created and Geography and History of Portugal were 
prescribed for the two first years. (From 1947 until 1967/8, in the 1st and 2nd years, 
history was mainly linked with the study of Portuguese language). 
In the 1948 and 1954 instructions concerning geography teaching in the 3rd, 
4th and 5th years it was mentioned that geography needed constantly to use 
notions from other sciences. In the history instructions it was stated: it is necessary 
to remember the relations that exist, in some cases, between social and human 
realities and physical environment, but without overstating the influence of natural 
conditions. A fundamental importance should be given to psychological aspects 77. 
In the 1972 experimental syllabuses forthe 3rd and 4th years, as has already 
been indicated, geography was included in the study of the Human Sciences 
discipline. 
In the Complementary Course when the regime by subjects (instead of by 
sections) was adopted, the independence of the syllabuses concerning the 
different disciplines was guaranteed. In fact, according to the 1947 reform, 
geography was no longer compulsory for future history students at university and 
vice versa for geography students. Only forthe section preparing forthe Economics 
and Finances Course and for the Colonial Higher Education School, history and 
geography were they both compulsory subjects. 
Teaching methods and resources 
In the syllabuses observations and instructions it is pointed out that the study 
of geography should start by an inductive knowledge of the local area for developing 
pupils' capacity for observation and to see local examples of different geographical 
phenomena (1918, 1919, 1930, 1931, 1934 and 1936). This study of the local area 
was not prescribed in 1947, 1948 and 1954. 
According to the 1968 History and Geography of Portugal syllabuses, pupils 
should do research on local history and geography and on their relationships, and 
compare them with regional and national ones (pupils should do short projects, 
illustrated with maps, drawings, photos...). 
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For geography teaching the use of globes, maps, relief maps, atlases, 
projections, pictures, and so on, was repeatedly advised. Map reading; the 
elaboration of the classroom plan and of maps; the copy of topographical maps and 
other maps; the use of different maps (physical, political, economic) to localize 
geographical facts. Orientation exercises were also repeatedly prescribed. Besides 
indirect observation, 'pedagogical walks' were advised and pupils should take 
notes of their observations. 
In the 1948 and 1954 syllabuses' comments it was pointed out that though 
geography was a science of observation, at school level direct observation would 
be very restricted and much importance should be given to indirect observation 
(pictures, slides, films, graphs, data, sketches, documents, maps). 
Also pointed out in the same syllabuses was the importance of textbooks for 
geography teaching specially until the 5th year (textbooks should be in accordance 
with the syllabuses and have statistical data, graphs, pictures and maps in order to 
be officially approved). In the Complementary Course the importance of the 
textbook should be reduced, because in the 6th year autonomy should be given to 
the teacher, and in the 7th year the book should only contain bibliography, statistical 
data, maps, all the elements needed to pupils' work on the different topics and to 
discuss them. 
In 1914 (Carvalho, 1986) individual practical work in different disciplines 
including geography was prescribed for the Complementary Course (6th and 7th 
years). In 1917 for the 6th and 7th years of the Arts and Sciences sections one and 
a half hours of individual practical work in geography was prescribed. The number 
of hours per week varied, but this practical work was for both sections until 1930 and 
forthe Arts section until1936 (the 1936 reform did not mention them anymore). This 
individual practical work according to the 1929 syllabuses included, forthe 6th year, 
work on: cosmography; elaboration of regional maps; ordnance survey map 
reading and other exercises; exercises on climatology (with direct phenomena 
observation), including weather forecast ones; for the 7th year works on relief; 
rivers, lakes and oceans profiles; elaboration of maps and graphs on population 
and graphs on production; transport exercises; elaboration of monographs about 
areas known by pupils and near the school (excursions were compulsory for 
elaborating them) 78. In 1934 the practical work syllabuses for the Arts Section only 
were much simplified and included climate phenomena observation exercises; 
map reading exercises; map reading (for the 6th year); and elaboration of graphs 
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of population, production, rain fall, temperature and other works on Geography of 
Portugal (forthe 7th year). This practical work was still organized by some teachers, 
even after it disappeared from geography syllabuses. 
The quality and the quantity of geography resources varied from school to 
school (the same happened in England and France). During this period there were 
(as today) big differences from school to school. The best equipped were the main 
city liceus' and mainly those where teacher training practice was taking place. The 
quantity and the quality of resources had an important influence on the kind of 
teaching. 
Teaching was essentially teacher centred (teacher transmitted the content). 
Some secondary schools had a room for teachers to work together but the teachers 
timetables were not favourable to team teaching. Except during teacher training, 
teachers worked mostly independently. It was compulsory to teach the whole 
syllabus: if the teacher did not she/he should justify this (the same happened in 
France). 
It was pointed out that teachers organized only a very small number of 
excursions for various reasons each year: lack of financial resources and other 
teaching resources, timetable organization, syllabuses with too much content to 
cover, deficient teacher preparation and so on 79. 
5.2.2.3 	 Teacher training 
The creation of the 'Escolas Normals Superiores' in 1911, has already been 
mentioned. These schools were reorganized in 19188°. The teachers training course 
lasted two years: in the first year students were to acquire pedagogical preparation 
(theoretical mainly but there was also some practical work); in the second year 
students were to do teaching practice in a secondary school, under the guidance 
of a supervisor. At end of the two years course there was an examination (with two 
orals to test his/her pedagogical knowledge; two lessons; and the discussion of a 
dissertation on a didactic topic). 
In 1930 91these schools were abolished. The teachers theoretical preparation 
was to be done in the Faculties of Arts and teaching practice was to be in a 
secondary school (it was pointed out that the previous system never worked well 
because there was no link between the 'Escolas Normais Superiores' and the 
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'liceus' and the students examinations necessitated interruptions in secondary 
school and universities work). 'The fundamental principle' of the new system was 
`the separation between the pedagogical culture and the pedagogical practice'. 
This appeared as an innovation to put an end to the interruptions of work quoted 
above, but in fact this was the most important weakness of the system. 
Pedagogical sections were created in the Faculties of Arts. It was compulsory 
for future teachers to study five disciplines: Pedagogy and Didactics; History of 
Education and School Organization and Administration; Principles of Psychology; 
School Pedagogy and Mental Measurement; and School Hygiene. The pedagogical 
practice was enlarged to two school years and was to be done only in two 'liceus', 
one in Lisboa and the other in Coimbra. For each subject the number of places was 
fixed (if there were too many candidates there was a selection examination). The 
final examination was maintained. Almeida (1981) points out the fundamental 
disadvantage of this system: the lack of any articulation between the initial scientific 
preparation, the pedagogical sciences and teaching practice. 
Until 1973/74 this system was maintained though several alterations had 
been introduced. At the end of the period these alterations had the main objective 
of increasing rapidly the number of trained teachers, due the rapidly growing 
number of pupils arriving in secondary education. 
The researcher did her teacher training according this system, like the 
system prior to 1930, there was no link between scientific preparation, pedagogic 
preparation and teaching practice. The organization of the geography university 
curriculum showed a special concern with transmitting to students, knowledge 
about different aspects of geography and areas of the Globe and the techniques 
needed to do research work (in order to elaborate the final dissertation - a regional 
monograph). The irrelevance for future teachers of some of the Pedagogical 
Sciences content was evident, others had objectives more in accordance with their 
interests and needs namely Principles of Psychology and School Pedagogy and 
Mental Measurement. 
During teaching practice we learned and tried different methods in order to 
do more imaginative teaching and to adapt it to pupils' interests and needs. The 
link with pedagogical sciences was established by the future teacher when he/she 
could remember something that he/she had learned quickly with the sole objective 
of passing the examination. 
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To finish the analysis of this period it would be useful to make reference to 
some geographers that wrote about geography teaching during this period. 
5.2.2.4 	 Geographers' writings about geographical education  
Pereira de Sousa (1925) states that the book he published in 1901 about the 
Physical Geography of Europe, based on the works of Lapparent and Suess and 
elaborated in accordance with the new geographical methods, was the 'first 
Portuguese didactic work on modern geography'. The author aimed to initiate the 
pupils (from the 'liceus') in geomorphology, in order to facilitate its study at 
University level later. According to the author his work had no influence on the 
modernization of geography teaching and he did not published the volumes about 
the other continents. 
In 1906 Silva Telles published a book entitled `Elementos de Chorographia 
Portuguesa' for the last year of Primary Education, with pictures and maps. This 
book according to 0. Ribeiro (1976) was too difficult for primary school children, but 
the author was able to show in his book the 'correlations that are the essence of 
Geography'. The book had only one edition and was replaced by textbooks which 
only had lists of names to learn by heart 82. 
Heleno Junior (1919) in a book about geography teaching in secondary 
education shows evidence that he had a good knowledge of modern geography 
and specially of geography teaching in Portugal and in foreign countries. He 
indicates the importance of geography for education 83' 84, he points out the need 
for adapting geography teaching to pupils' mental development, criticizes the 
syllabuses for, among other aspects, their inadaptation to pupils' psychology and 
argues that the study of geography should go from the known progressively to the 
unknown; from the simple to the complex; from the natural region, to the country, 
Europe... He also points out the need to start by direct observation, and advises the 
use of different teaching resources, and among them the most important - maps. 
The author states that, above all, to improve geography teaching the most 
important thing is to have good teachers and he criticizes the geographical 
preparation given then by the Faculties of Arts: the curriculum of the course of 
`Historical and Geographical Sciences' had among 30 disciplines, only 7 in 
geography; the teaching there was only theoretical, students did not receive any 
preparation for undertaking practical work at school. Besides this he points out that 
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geography was linked with history at University level and separated at secondary 
level; that teachers with a philosophy course could teach geography at secondary 
schools, until the 5th year, when they had only passed one geography course at 
University, viz. the Geography of Portugal and its Colonies. 
In 1929 A. Gird° writing about geography teaching in liceus' and Universities, 
pointed out that many geography teachers did not have an adequate preparation 
in the subject and was against the link of geography with history at University, 
claiming that its linkage with Geology at the Faculties of Sciences would be more 
favourable to the preparation of good teachers. 
In 1934 Santa Rita writing about Silva Telles stated that his influence at 
University on future secondary school teachers had been very important for the 
improvement of geography teaching. He gives several examples: his disciples 
initiated practical work in the liceus', organized a plan of regional studies to be 
elaborated in the schools; had written textbooks with a new orientation (not only with 
factual information). In 1941 Afonso regretted that practical geography work had 
been abolished from the Complementary Course, in 1936. 
From 1933 until 1936 A. Girao published his lessons on Human Geography 85, 
in 1941 the 1st editions of the Atlas of Portugal and the Geography of Portugal 86; 
between 1941 and 1943 0. Ribeiro published articles in the magazine ticeus de 
Portugal' about the modern orientation of Geography, in 1945 the first edition of 
'Portugal, 0 Mediterraneo e o Atlantico', and in 1955 'Portugal'; Fernandes Martins 
published his main works in 1940 '0 Esforgo do Homem na Bacia do Mondego' and 
in 1949 `Macigo Calcario Estremenho. Contribuigao para urn estudo de Geografia 
Fisica'. The works quoted above, the excursion-guides for the IGU Congress held 
in Lisboa in 1949 and some works about the Agores and Madeira Islands and about 
the Portuguese Colonies namely from I. Amaral, F. Tenreiro, M. Feio and R. S. Brito 
were the most widely read by secondary school geography teachers and had thus 
an important role in improving geography teaching. 
Until very recently Portuguese geography secondary teachers read mainly 
French authors. The influence of the French School of Geography was very strong 
and works such as Vidal de la Blache Principes de geographie humaine' (translated 
by Martins in 1949); the Traite de Geographie Physique' of De Martonne; the 
'Précis de Geographie Humaine' of Derruau, and among others the works of P. 
Birot, P. Gourou, P. George were important in geography teachers scientific 
preparation. To prepare their lessons teachers often used secondary school 
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French textbooks such as: the collection edited by P. Gourou and L Papy 
(Hachette); that of Guglielmo, Lacoste and Ozouf (Nathan)... 
There was no tradition in Portugal of research in geographical education. 
Many school teachers attended the IGU Congress held in Lisboa in 1949. There 
was a section on methodology and teaching but among the five communications 
on teaching, none was from a Portuguese. In the geography magazines the number 
of works published on geographical education was very small. For example in 
Finisterra during the 1966-1975 period only five 'Documents for teaching' were 
published: the first suggesting the use of newspapers and weatherdata forteaching 
purposes (Alves, 1970); the second on group work (Cavaco, 1972); the third on 
mental maps (Gaspar and Morin, 1975); a note on the use of games (Lema, 1973); 
the fifth (from Maia, 1974) is about the first in-training course held at the Centre of 
Geographical Studies in Lisboa, on December 1973 for about 40 secondary school 
teachers. 
To summarize the evolution of geographical education during this period 
some aspects can be pointed out: 
a) During the First Republic the political instability led to too many reforms of 
the education system, curriculum and syllabuses alterations, which were not 
favourable to the improvement of secondary school education. 
In geography better syllabuses were replaced by worst, only because the 
Minister of Education changed. This problem was aggravated by the lack of 
adequate teacher preparation. The introduction of practical work in 1914 
could have been an important innovation if the majority of teachers had 
adequate training to undertake them. 
b) During the 'New State' regime, specially since 1947, there was too long a 
stability of geography syllabuses for the 3rd, 4th, 5th, 6th and 7th years. The 
syllabuses were not altered in depth until 1974. 
The fact that textbooks had to be officially approved and in some cases there 
was only one approved textbook, was also not favourable to updating the 
content of geography. 
c) The place of geography in the two first years of secondary education 
changed very much during this period: first it was a separated subject; after 
1930 it was integrated in a pluridisciplinary subject the Natural Sciences, 
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after called Geographical and Natural Sciences where geography has a 
dominant place. Geography lost importance in these two first years since 
1947. In 1968 it became linked with history, but was subsidiary in relation to 
this subject. In the experimental syllabuses of Human Sciences (from 1972) 
for the 3rd year, geography had an important place. 
In the general course (3rd, 4th and 5th years) the study of geography has 
been always prescribed (except in 1936 reform). At a complementary level 
the study of geography was prescribed for the Arts and Sciences Sections. 
But in 1947, when the system of grouping by subjects was established, the 
place of geography in the curriculum diminished because the discipline was 
compulsory only for a small number of courses. 
In the Professional schools the place of geography was especially favourable 
in Commercial schools. 
d) To start the study of geography by mathematical geography and by 
elementary notions of systematic geography; to apply the learned concepts 
to the study of continents and of Portugal and its Overseas territories, and 
study in the Complementary Course in more depth systematic geography, 
Portugal and its Overseas territories and the Great Powers of the World, was 
deemed to be an adequate way of organizing the curriculum. 
A deductive approach was thus prescribed. Nevertheless until 1947 it had 
been advised to start the study of geography in a local area, this idea came 
back again in 1968. 
Systematic and regional geography had a predominant place in the curriculum, 
as well as physical geography. 
e) The influence of French geography was very important. However in Portugal 
the study of cosmography was much more important than in France and on 
the contrary the study of the Country by regions had only a small place in the 
syllabuses if we compare them with French ones. 
f) Until the end of this period the 'new geography' did not have any influence 
on school geography. 
g) The very small number of graduates in geography and the small number of 
candidates admitted to teacher training were probably the most serious 
hindrance for improving geographical education at secondary education 
level. 
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5.2.3 	 The 1974-1990 period  
On the 25th April 1974 there was a revolution which made profound political, 
social and economic changes possible. Among them the re-establishment of a 
democratic system, after 48 years of dictatorship and the end of colonial war. A 
widespread idea was about the need to modify all the fascist institutions, and to 
create a new Portugal, without an oppressive political system which controlled the 
expression of opinion and the actions of every citizen. 
It was pointed out that during the old regime there was state control of all 
education, at all levels. After the 25th April 1974 it was generally agreed that there 
was a need to give autonomy to all institutions, because their development would 
result from an open discussion (with the participation of all members) of their 
problems and of setting new targets for their development. 
At the educational level, the directions of all institutions was given to 
committees democratically elected which replaced the direction given by the 
Government. Universities progressively acquired financial, administrative and 
pedagogical autonomy. They managed their finances, chose freely theirdi rectorates 
and their staff, and controlled their curricula. At school level the Government still 
controls the finances, staff admission, teachertraining and the curricula elaboration 
and approval, nevertheless before taking decisions about school the Government 
now makes the main documents concerning school management and organization 
available for discussion. Teachers, administrators, pupils, parents have today their 
trade unions and/or associations to express their opinion and defend their interests. 
After this introduction some aspects of the evolution of geography at 
academic and school levels will be examined. 
5.2.3.1 	 Geography at academic level  
After the 25th April 1974 there was a big increase in the number of 
geography students, and consequently of geography department staff. 
In the 70's in Portuguese universities a system of restricted entry was 
introduced, and as a consequence of the organization of the system, many students 
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did not choose the geography course as their first choice, but enroled for geography 
because they had been refused entry to other courses. This had consequences for 
the motivation of students and in the results obtained. Further, because they 
intended to enter other courses, they did not have a certificate in geography from 
the 12th year of secondary education. 
In 1989/90 yearthere were 254 entries for Geography Courses in Portuguese 
Universities (Coimbra, Lisboa, 'Nova' of Lisboa, and Porto): only 40 were concerned 
specifically with teaching geography, 99 with geography (without any specification) 
and 115 with Geography and Regional Planning. It is surprising thatthe requirements 
forentry to these courses do not include the study of geography in the Complementary 
Course and 12th year of secondary education (The 'Universidade Nova' of Lisboa 
and the University of Porto required for the 1989-90 school year mathematics - 10/ 
11th and 12th years). The first of these universities also required an entry test in 
mathematics orgeography and the University of Lisboa in economics or geography 
or geology or mathematics (Guia do Acesso ao Ensino Superior, 1989). 
For 1993 (Guia do Acesso ao Ensino Superior 1993, Junho de 1990), the 
University of Coimbra requires : geography - 10th/11th years or 12th year; the 
University of Lisboa: geography or planning and urbanization -10th/11th years and 
geography 12th year; the University 'Nova de Lisboa' : geography or mathematics 
10th/11th years and geography or mathematics 12th year; the University of Porto: 
geography 10th/11th years and 12th year. The University of Lisboa also requires 
an entry test in geography 10th/12th years; the University 'Nova de Lisboa' in 
geography 12th year; the University of Porto in physical and human geography. 
The increasing number of geographers working at universities allowed a rise 
in the number of research projects and a growing specialization. 
Gaspar (1985, p. 317) points out that after 1974 'fruitful and interesting 
experiments in teaching and research in geography took place, particularly in 
human geography. The experiments involved conceptual, theoretical and 
methodological renewal'. He also states that 'a progressive separation of physical 
and human geography has broadened the scope of both' (1985, p. 322). 
Daveau (1981 b) in relation to the Geographical Studies Centre of Lisboa, 
says that the 'Research Projects' on physical geography (subsided by the Institute 
of Higher Culture, now National Institute of Scientific Research) started in 1971 with 
a research program on geomorphology, but in 1973 the scope was enlarged to 
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studies on climatology. There were then (1979) 15 researchers working in these 
two fields, and the main research aim was solving the basic problems of the 
Physical Geography of Portugal, specially of mapping the fundamental phenomena 
at national scales but with the detail necessary to allow future studies at regional 
and even local scales. 
Since then there has been an effective development of studies on 
geomorphology and climatology. Doctoral theses on geomorphology and on 
climatology were presented (see for instance, Ferreira, 1978; Lopes, 1979; 
Alcoforado, 1988) and a large number of dissertations and articles show evidence 
of growing specialization in these two fields. Works on hydrology and biogeography 
have also been published. 
In Coimbra, where there was already a tradition of research in physical 
geography, the number of researchers in this field increased too. Works published 
in geomorphology and in climatology, some with practical applications, show 
evidence of a diversity of interests and of approaches (see Rebelo, 1983 a). 
In the University of Porto research articles published on biogeography, 
geomorphology and climatology show evidence of a development of physical 
geography there. 
Today the use of laboratory techniques, of a more or less sophisticated 
treatment of data, and of a rigorous cartography (recurring for example to remote 
sensing techniques) are current. Some work has potential practical applications. 
In human geography there was in the same way, a progressive specialization 
of research, a growing interest in work with objectives in applied fields, a utilization 
of different techniques of data analysis, with the help of a more or less sophisticated 
statistical treatment of data, and utilization of computers (see Medeiros, 1989). 
Mainly since the 70's, Portuguese human geography has been influenced 
by the positivist and neopositivist paradigm. Portuguese researchers stayed for 
long or shorter periods in Scandinavian, American and British Universities and the 
works of Haggett, Gould, Berry and Hagerstrand are probably those which exerted 
the biggest influence on the development of this paradigm which goes on throughout 
the 80's. Another important influence was the marxist paradigm, which developed 
in the late 70's, coming from different authors such as: Lacoste, Lefebvre, Castells, 
Harvey and others (see Abreu et al, 1984; Gaspar, 1985). 
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Medeiros (1989) points out that this evolution did not lead to any developed 
work of synthesis and systematization and Portuguese researchers did not seem 
attracted by topics concerning geographical thought and methodology 87. 
Nevertheless the earlier paradigm which was the theoretical base of the works of 
0. Ribeiro still remains in the more recent works of this author (Ribeiro, 1981) and 
of some of his disciples (ex: Medeiros, 1976 a, 1976 b; Cavaco, 1976). 
Portuguese geographers showed a special interest in the analysis of the 
regional systems, either in the ecological/historical perspective (Cruz, 1973; 
Cavaco, 1976) or in the Christaller perspective (Gaspar, 1972; Lema, 1980). 
Recently two other works on regional studies (Cravidao and Abreu, 1988) have 
been presented, the last work with perspectives of application for the development 
of the area studied (Gaspar, 1985; Medeiros, 1989). 
The increasing number of studies (see Gaspar, 1985; Medeiros, 1989) done 
on different geographical topics shows evidence of the growing specialization in 
human geography: agrarian, rural and urban studies (all with a large tradition in 
Portuguese geography); studies on industry (which have recently had an important 
development); political geography (ex: electoral studies, problems of national 
borders, formation of states); population geography; diffusion studies (ex: epidemic 
diseases, agricultural innovations) and a smaller number of studies on: tourism, 
transports, communications, commerce and services. 
Historical geography has also been afield of research and recently there has 
been a growing interest in the history of geography. 
Studies on cartography and the growing importance given to the development 
of databases for urban and regional planning must also be mentioned. 
The majority of geographical work concerns Portugal, including the Agores 
and Madeira, but in Portuguese geographical magazines, articles on tropical 
regions are still being published. The importance of these studies during the 
previous period has already been mentioned, its decline in number is the result of 
the lack of facilities to do fieldwork (war, transports, communications...) and of 
subsidies. 
Portuguese geography is now influenced by geographers from different 
countries who have taught here for a longer or shorter period or who have chosen 
Portugal to undertake their research. Further Portuguese geographers have stayed 
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in different countries for shorter or longer periods. 
Since 1979 five Iberian Geographical Conferences (Coloquios lbericos de 
Geografia) have been held which have been important in reinforcing scientific 
contacts between geographers of the two countries (contacts until then were not 
frequent) and which preceded meetings of Portuguese geographers (never held 
before) (Medeiros, 1980, 1984). 
There are now three main geographical magazines: Finisterra (published by 
the Geographical Studies Centre of Lisboa); the 'Cadernos de Geografia' (published 
by the Institute of Geographical Studies of Coimbra) and the 'Revista da Faculdade 
de Letras - Geografia' (published by the Faculty of Arts of the University of Porto). 
The two last ones started to be published in 1983 and 1985 respectively. Different 
influences, paradigms, approaches are evident on reading the articles published 
there. 
Will Portuguese or Iberian Geography find an original pattern of development? 
5.2.3.2 	 Geography at school level  
Before the 25th April 1974 the structure of the 'Ensino Basica' (Basic 
Education) included four years of primary education and two years of primary 
complementary education or of preparatory education (by direct teaching or at a 
distance by TV). Six years of compulsory schooling for all, but in fact better chances 
of entering and obtaining good results in secondary education were available to 
those pupils who followed the preparatory school direct teaching and lived in cities. 
The reform of the Minister of Education Veiga Simao has already been 
mentioned, who intended to increase compulsory schooling for eight years (4 years 
of primary education + 4 years of 1st stage of secondary education ). Nevertheless 
atter the 25th April 1974 the previous structure of education was maintained. It was 
impossible to increase the compulsory schooling to eight years due to lack of 
establishments and qualified teachers and at the time an important percentage of 
pupils did not even complete the six years of compulsory education (see Fernandes, 
1981). 
Afterthe 25th April 1974, profound alterations in the primary and preparatory 
education curricula were introduced. Alterations in the objectives, content, methods 
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and evaluation processes 88. 
The primary education curriculum was first altered in 1974-75. In the following 
year there was a new alteration to the curriculum and the study of 'Melo Fisico e 
Social' (Physical and Social Environment') was introduced. 
The preparatory education curriculum was first modified in 1974 and two 
different areas were created: the area of communication and the area of experience; 
the discipline of 'History and Geography' belonged to the second one. In the 
following year this discipline was replaced by 'Estudos Sociais' ('Social Studies') in 
the first year and 'Historia de Portugal' ('History of Portugal') in the second year. 
In 1980 there were again modifications in the primary and preparatory 
curricula and the syllabuses of the disciplines of 'Mein Fisica e Social', 'Estudos 
Sociais', 'HistOria de Portugal' and 'Ciencias da Natureza' ('Natural Sciences') 89  
were altered. It is beyond the scope of this work to study these alterations (see 
Rola°, 1987 and Gongalves, 1986, 1989). Nevertheless it seems important to 
point out some syllabuses aspects. (The analysis concerns those of 1980). 
The study of the 'Mein Fisico e Social' is organized by topics concerning 
Society and Nature. According to the syllabuses this study should start by the 
resolution of problems concerning the local environment - physical and social - and 
continue with the study of the region, the country, the Earth, the space. A historical 
perspective was also introduced starting with knowledge and research done in the 
local or regional area. Children should start with the exploration of the local area in 
order to later on acquire the capacity of conceptualization. The need of adapting the 
experiences to pupils' mental development is also pointed out. In the syllabuses the 
objectives concerning the study of each topic are indicated and there are suggestions 
for activities and resources adequate to reach the cognitive objectives and to 
develop attitudes and habits concerning the social and natural environment. 
Geographical aspects were obviously included in some topics namely those 
concerning the study of the population, economic activities, transport and 
communications, the humanization of the landscape; the climatic and physical 
aspects (of the region and of Portugal); the Earth; the Space. The use and making 
of maps, graphs and models is advised . 
A critical analysis of these syllabuses was done by M. A. Barrios and M. H. 
Cavaco (see MEC/GEP, 1986). The definition of aims and objectives (of the 
different domains) in accordance with the goals of primary education and the 
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suggestion of activities based on pupils' experience which can contribute to link the 
school with the environment are among their positive aspects. Besides the positive 
aspects, severe criticism of these syllabuses were formulated. Cavaco, a geographer 
who worked with primary teachers in a project for renewing the study of the 'Mein 
Fisico e Social' criticizes them for their lack of scientific rigour and because they did 
not facilitate the learning of basic knowledge, the questioning of reality, creative 
thinking. 
Gongalves (1986) presented to primary teachers a questionnaire about 
these syllabuses and their opinion was predominantly favourable (nevertheless the 
sample was too small). The importance of these syllabuses for geographical 
education was not evaluated. 
The syllabuses of the discipline of 'Social Studies' introduced in the first year 
of preparatory school in the 1975/76 school year, were later on modified. The 
content was altered but not the aims. To integrate pupils into Portuguese society 
(starting from the known to the unknown) and motivate them for the study of 
Contemporary Portugal in a historical perspective (which will be done in the 2nd 
year) are their aims (see the 1981/82 syllabuses). The content is organized by 
topics; their study will lead to the objectives. The content includes geographical, 
economic, political, social and cultural aspects of Contemporary Portugal. In topics 
such as: Portuguese physical environment; distribution of population; economic 
activities; rural and urban environment, geographical aspects are predominant or 
very important. 
In the analysis of these syllabuses Cavaco (MEC/GEP, 1986) points out 
among their positive aspects the inclusion of objectives from different domains and 
levels: the acquisition of knowledge, the development of capacities, attitudes and 
values. Among the negative aspects: the objectives are not attained due to the 
absence of an enquiry approach, of pupil participation or even of a more flexible 
content and the syllabuses are not well articulated with those of other disciplines 
of the 1st year, those of primary education and those of History of Portugal (2nd 
year). 
These syllabuses are usually taught by historians, not prepared to adopt an 
interdisciplinary approach. Their importance for geographical education was not 
evaluated but their negative aspects and the lack of teachers' preparation are 
obviously very important constraints. 
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Afterthe 25th April 1974 there were many important alterations in secondary 
education namely the abolition of the distinction between 'liceus' and 'technical 
schools' (they became equivalent to 'comprehensive schools'). (See diagram of the 
organization of the educational system in Appendix A, p. 374). Thus there was a 
unification of the general course (7th, 8th and 9th years), which started in the 1975/ 
76 school year, with three main objectives: to give the same opportunities to all 
children independent of their social origin; the modernization of pedagogical 
methods and processes; and the enlargement of the school's social function 
opening it to the community (Emidio, 1981, p. 197). The curriculum became the 
same for all children except in the 9th year (since 1978). For this year there was a 
core curriculum and nine optional areas whose main role was to provide unity 
between the General and the Complementary Course (howeverthis did not happen 
due to the lack of qualified teachers and the options made available in each school 
were not adapted to regional needs, Emiclio, 1981, p. 198). 
In 1978 90 Complementary Course were restructured. The main intention 
was to abolish the distinction between courses given in technical schools and 
'liceus'. So these courses (10th and 11th years) were organized in five 'areas of 
study' (natural sciences; technological sciences; social and economics sciences; 
humanities; arts) with acore curriculum; disciplines of specific formation (compulsory 
and optional) and vocational disciplines. The creation of these areas was to 
facilitate both access to higher education and integration in active life. 
Later on (in 1983) three years technical-professional courses were created 
giving besides a core curriculum, specific vocational preparation; they were 
specially appropriate for pupils not wishing to study beyond the 12th year of 
schooling. A one year professional courses were also created. 
In 1974/75 the Student Civic Service was created . To have access to 
University pupils had to work for one year for the Community (after the end of the 
11th year of schooling) and in 1977/78 it was decided to restrict entry ('numerus 
clausus') to all University courses and the Propaedeutic year was created 91  (it was 
taught by television), with the objective of preparing pupils to enter University. 
Finally, in 1980 92 the 12th year of schooling was created, with different courses: 
five preparing for higher education, giving complementary information and 
preparation in the disciplines adequate for different higher education courses; 
others were vocational courses giving information and practice in several technical 
areas. (The number of pupils following these vocational courses was always very 
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small: they gave in fact, insufficient professional preparation and made difficult the 
access to higher education, other than the Polytechnic higher education). 
It has already been mentioned that in 1986 the 'Comprehensive Law on the 
Education System' was approved. Later on a new reform of the education system 
was launched and general principles of basic and secondary education curricula 
were published in 1989. (See Appendix A, p. 375-376). New syllabuses are on trial 
now. 
The place of geography in the secondary school curriculum  
During this period, the curriculum of the Secondary Unified General Course 
(7th, 8th and 9th years) was modified several times and consequently the place of 
geography in the curriculum changed. 
In 1975 the 7th yearcurriculum included the following disciplines: Portuguese, 
mathematics, a foreign language, natural sciences, introduction to the social 
sciences, art education, physical education, crafts, catholic religion and moral 
education and 'Polytechnic Civic Education'. 
`Introduction to the Social Sciences' was pluridisciplinary. Through its study 
pupils were to acquire some knowledge about society today and the role of 
individuals and groups in solving its social and cultural problems. This was to 
contribute to pupils acquiring the knowledge, skills and attitudes required by 
citizens. Teaching in accordance with the aims of the subject was preconized: 
syllabus flexibility to adapt teaching to the local area, the class, the pupil; the activity 
and participation of pupils; use of an inductive method, starting from direct and then 
indirect observation of the local environment; the encyclopedic, memorization of 
facts was to be banished and instead the development of pupils' capacities, namely 
conceptualization and making relationships. The content was organized in three 
groups of topics: with aspects predominantly geographic, economic or social and 
cultural. The first group (the geographic) included the following topics: Man and 
Nature - stimulus and response; Balance between Man/Nature -dangers of rupture; 
populational movements - demographic explosion and its control; urban and rural 
space. There were pedagogic instructions in an annex, a bibliography, and some 
relevant extracts from geography books. The geographic content was still in 
accordance with the possibilist paradigm and the authors quoted predominantly 
170 
French authors in the bibliography: M. Derruau, P. George, A. Sauvy, H. Laborit... 
and even textbooks adopted in French schools: Prevot (Ed. Belin); Ed. Bordas; Ed. 
F. Nathan... 
This discipline was taught by teachers with different kinds of training. In the 
researcher's school: these teachers were geographers, historians and philosophers. 
The new syllabus was sent to schools only at the beginning of the school year and 
teachers had not had any preparation to undertake pluridisciplinary teaching or 
social studies, and in spite of the efforts they made, the teachers' own training 
became dominant and the result were three very different approaches to teaching 
the subject. They did not have the preparation to employ the teaching methods 
indicated above either. Until then pedagogy was essentially centred on activities 
developed by teachers, now a pedagogy was demanded centred on pupils activity; 
importance was given not only to cognitive development but also to affective, social 
and moral development. The lack of resources and institutional organization also 
became very important constraints in implementing the new approach. 
The new curriculum included the area of 'Polytechnic Civic Education' 
whose main aim was to contribute to the development of the social function of the 
school through its integration in the community' 93. Some schools made interesting 
experiments, in others this kind of Education was not implemented. Some 
geographers undertook important collaborative work studying the realities and the 
problems of the local area with their pupils. The development of this activity required 
teacherautonomy, interdisciplinarity, pupils' active participation and the collaboration 
of individuals and bodies not belonging to the school. This was in opposition to 
traditional institutional organization and functioning, and in spite of good results 
obtained in some schools, the experiment was stopped. 
In 1977178 the study of geography was re-established in the 7th year. Since 
1979 and until now the study of geography has been prescribed for the 7th, 8th and 
9th years of schooling with a timetable of 2 hours per week in the 7th year, 3 hours 
in the 8th year and 2 hours in the 9th year (the study of geography in the 9th year 
was re-established in 1980/81). 
From 1975/76 until 1979/80 the curriculum of the Unified General Course 
was modified several times for political and personal reasons (see Emidio, 1981). 
It was pointed out above that the 10th and 11th year of the complementary 
courses were restructured in 1978. In 1979 new alterations in the curricula were 
171 
introduced. Geography is now an optional discipline for the 10th year of the area 
of Scientific-Natural studies (3 hours per week); a vocational discipline (compulsory) 
for the 10th and 11th year (respectively 2 and 3 hours per week) of the vocational 
courses of Planning and Urbanization in the area of Economic and Social Studies; 
and optional for the 10th and 11th year (3 hours per week) in the area of Humanities 
and geography is also an optional discipline for the 1st, 2nd and 3rd courses of the 
12th year of schooling (the 4th and 5th courses give access to courses of 
Languages and Literatures and Arts; the 1st, 2nd and 3rd to all the other courses). 
The syllabuses 
a) The Unified General Course  
For the 7th year the study of the concept of geography, observation of the 
local area, and its inclusion in the region, in Portugal, in Europe and in the World 
and the study of systematic physical geography (relief, atmosphere and the world 
great bio-climatic environments) are prescribed; for the 8th year it is Geography of 
Portugal - physical and human; for the 9th year, Human Geography of continents 
and economic activities is required: World population; agriculture in Europe, 
America, Asia, Africa; industry in Europe, America, Africa, Asia; European, North 
American, Latin American, African and Asian cities. 
All the syllabuses include a definition of aims; for example those in the 8th 
year are: 1 - to use the methods and techniques of geographical research in order 
to understand the main problems of Portuguese geographical space; 2 - to 
understand the unity and diversity of Portuguese geographic space; 3 - to develop 
informed critical attitudes in relation to spatial problems; 4 - to participate as 
citizens, in the resolutions of the problems of the community. These are very 
general aims, impossible to reach by the end of the 8th year. The syllabuses also 
contain operational objectives such as: to localize Continental Portugal in Europe 
and in the Iberian Peninsula; to give characteristics of the predominant forms of 
relief; to explain the formation of the relief. A total of 99 operational objectives all 
in a cognitive domain for the 8th year. The content in the 8th year is presented 
according to the traditional plan: relief; climate; population; rural space; industrial 
space; urban space; transport networks; regional asymmetries; Portugal and the 
World. 
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There are no suggestions for activities but a bibliography is included. Forthe 
7th year, the relevant author is 0. Ribeiro. All the other authors are French. A 
Brazilian edition of vol. I and II of the Earth Science Curriculum Project is the only 
work of an other origin; the works of geographers indicated for the 8th year are from 
A. Girdo, 0. Ribeiro and geographers of his school; for the 9th year are indicated 
the works of P. Haggett, H. Carter, L. Bourn, C. Clark, H. Clout, J. H. Paterson, P. 
Toyne and P. Newby, among others. P. Claval with 3 works is the most quoted 
French author. 
Answering teachers' complaint about the overload of the 7th year syllabus, 
schools were sent suggestions on howto manage the syllabus (adequate importance 
of each topic, number of hours that should be dedicated to each one). It seems 
evident that there is a contradiction between the aims of developing research 
activities, pupils' participation, critical attitudes and the formulation of detailed 
operational objectives only in the cognitive domain. The prescription of the number 
of hours for each topic is also a constraint. 
In the next chapter the teachers and pupils opinion about these syllabuses 
will be presented. The 9th year syllabus is included in Appendix C. 
b) The Complementary Course  
In the Scientific-Natural area of studies the study of physical geography, 
essentially of aspects of climatology and geomorphology is prescribed. In the area 
of Humanities the syllabus include human and economic geography and the study 
of the organization of the rural, industrial and urban spaces is prescribed. The 
structure of this syllabus is similar to those of the general course and in spite of it 
being indicated that in the 11th year knowledge acquired during the general course 
should be applied and integrated, the articulation of these syllabuses with this of the 
9th year give rise to problems. (The bibliography indicated for the 9th year is also 
suggested for the 11th year, except for four titles in a total of 29). 
In the area of Economic and Social Studies (vocational course - Planning 
and Urbanization - Technician of the Environment) the study of Human Geography 
is prescribed. Only a few schools have this vocational course. In the syllabuses' 
introduction it is stated: 'Geography, the science of places or the science of the 
organization of space, has as its objective the study of the interaction between 
human beings and the natural environment'. The relation between Nature and 
Society is its 'raison d'être'. The syllabuses aims are: to acquire a knowledge of the 
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spatial organization of the world of today; to explain this organization (relationships 
between Nature and Society); the role of individuals and groups in the resolution 
of the problems of today and to show evidence of the need for pupils to participate 
in the resolution of the problems of their community. Their content include the study 
of: I - Geographical space; II - The organization of geographic space; Ill - Spatial 
asymmetries; IV - Planning and human intervention on spatial organization. The 
syllabuses includes specific objectives and the number of hours for teaching each 
topic. In the teaching instructions the importance of the teacher's role is pointed out 
(his attitude and the methods he employes). It is recommended that encyclopedism, 
the memorization of facts end and instead that students' capacities, namely that of 
reasoning about relationships be mobilized. To use direct and indirect observation; 
to stimulate students' activity (individual and in group) in order to initiate them to 
research in geography; to use inductive and deductive approach. To reach the 
objectives, students should do research work (the topic should be chosen in 
accordance with the school's environment ). The syllabuses are flexible, in order 
to adapt them to the class, and to the individual student, use of the local area is also 
advised. The role ascribed to teachers is not only the transmission of knowledge, 
but also the orientation of students' research work. In the bibliography, works are 
quoted linked to theoretical, quantitative geography, to behavioural, radical and 
welfare approaches. Only three Portuguese geographers are quoted: 0. Ribeiro, 
C. A. Medeiros and J. Gaspar. 
These syllabuses are an example of a phase of transition from a pedagogy 
centered on the teacherto a pedagogy centered on the pupil; from the classic to the 
new geography, nevertheless the definition of operational objectives (a total of 100 
and the number of hours for studying each topic) is a constraint on the adaptation 
of teaching to the school, the class, the student and to a research approach. 
As has been pointed out, the 'Propaedeutic year' started in 1977/78. 
Teaching was undertaken by television and the lessons were published. The co-
ordinator of the geography working group C. Cavaco was a University teacher. The 
lessons were addressed to future students of Geography, Economics and Social 
Sciences at university level. 
It is stated that prime importance to methodological and theoretical aspects 
of geography will be given (not developed at Secondary Education level); to topics 
already studied in the complementary course, specially concerning Portugal (to do 
a synthesis, complement and bringing their study up to date); to link physical and 
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human geography, to apply knowledge to students' experience. The objectives 
given are:the acquisition of knowledge; skills, working methods and the development 
of personal initiative, a sense of responsibility and the capacity for decision; the 
content included the 1 - object, trends and perspectives of geography; the bases 
of spatial organization; spatial organization of the Portuguese territory (rural, 
industrial, urban, regional); Portugal and the World. The documents included 
operational objectives; information resources; exercises and bibliography for each 
teaching unity. C. Cavaco points out that there was a preoccupation with: giving 
students first contact with works from different schools of geography and from other 
sciences (including recent research works); drawing their attention to the most 
important problems of Portugal of today (linked with geography) on different scales 
and of improving their knowledge of their physical and human environment. In fact, 
students were given a very large quantity of important information which was also 
later on, used by geography teachers. 
In 1980/81 the 12th year of schooling started. (The 12th year syllabus is 
included in Appendix C). 
The aims, of the geography syllabus were: 
1) to develop students' interest by research work in geography; 
2) to improve the utilization of new methods in geography; 
3) to stimulate knowledge of national and international problems in order to 
develop Man's awareness of the World in which he lives. 
The content includes: 
A 	 Introduction: 1 - geography in the context of sciences; 2 - the evolution of 
geography; 3 - basic concepts of geographical analysis; 
B 	 Effects of production on spatial organization; 1 - the organization of agrarian 
space; 2 - the organization of industrial space; 3 - the organization of urban 
space; 
C 	 Man as spatial organizer. The demographic explosion and the big problems 
of the World of today. 
There is a definition of specific objectives and work .cluggestca: 
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1 	 analysis, interpretation and discussion, in group, of works quoted in the 
bibliography; 
2 	 organization of seminars with higher education teachers about syllabus 
topics; 
3 	 utilization of films and slides obtained from different organizations included 
Embassies; 
4 	 to give Portuguese examples of the effects of production in spatial 
organization, promoting the changing of resources between schools mainly 
when they are localized in very different geographic environments; 
5 	 development of studies and projects which could be used by local authorities. 
Works representative of different geographical approaches are suggested 
in the bibliography: regional, positivist, behavioural, radical. 
The syllabus also included also the definition of specific objectives. 
The timetable initially ascribed for the teaching of this syllabus was reduced 
from five to four hours per week. This diminished the possibility of doing active 
teaching and reduced the syllabus content (namely the theme C was eliminated). 
Due to the importance of a 'new' geography approach in this syllabus many 
qualified and experienced teachers avoided teaching it. Since their initial geographical 
preparation was in accordance with the regional paradigm; since their teacher 
training valued their role as knowledge transmitters; since there was a lack of in-
service training this led them to prefer more traditional syllabuses and teaching 
methods. 
During this period there were frequent changes and several innovations 
were introduced in the geographical curricula, although previous courses had not 
been evaluated. It is evide nt th at importance was given to: a pedagogy of objectives 
instead of basing teaching only on the syllabuses' content; on a child centered 
approach instead of on a teacher centered approach; on the development of pupils' 
capacities instead of stressing factual learning; on an enquiry learning approach 
instead of the acquisition of pre-organized knowledge; on the cognitive, affective 
and moral aspects of geography instead of only on the cognitive ones; on learning 
processes instead of only on learning products. 
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Teaching practice differs from individual to individual and from school to 
school. In geographyteaching the syllabuses content still has enormous importance 
and if some teachers give importance to research methods, to pupils' activity, 
others still prefer more traditional approaches and see their role as transmitters of 
knowledge, otherwise new geography since the end of the 70's found a place in the 
secondary school syllabuses but many teachers are still more familiar with the 
regional approach. 
There is no harmonious articulation between different school levels. 
Modifications introduced in one level and not in the others led to a more or less 
serious lack of continuity. In geography the lack of syllabus articulation is a severe 
constraint on developing progression in teaching 
In the next chapter how geographical education takes place now in Portugal 
will be analysed: the institutional context; attitudes and opinions of teachers and 
pupils about the situation now and how it might be ameliorated; the effects on 
geography teaching on constraints associated with a deficiency of human and 
material resources; the availability of finance for an improvement in geographical 
education. 
Gaspar (1985, p. 324) writing about recent developments in human geography 
in the 70's and 80's, states that the importance of geography at university level and 
secondary level had increased. According to the author: 'This development 
probably has its roots in the political climate of later years, particularly after 1976, 
for many politicians with interests in education and indeed, civil servants in the ME, 
geography probably appeared as a more "neutral" and less "ideologically pernicious" 
subject than the other social sciences, which burst onto the secondary schools in 
the period 1974-76. On the other hand, one must also remember that in Portugal 
after 25 April 1974, and particularly after decolonization, a general movement in the 
form of a search fora "new identity" for Portugal developed, associated with the new 
national spatial configuration and the new international reorientation (particularly 
towards western Europe). The Portuguese had to relearn their own "national 
dimension" and their new international position, questions which have a clear 
geographical content. The same sort of movement developed with respect to 
Portuguese history'. 
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5.2.3.3 	 Teacher training 
Reference has already been made to the model of teacher training before 
1974 (see p. 156). Teacher training was done in secondary schools under the 
supervision of an experienced teacher. However every year, there was only a 
restricted number of entrants to teachertraining and the shortage of places became 
more extreme with the rapid growth of the number of teachers, made necessary by 
the expansion and reform of the school system. Due to these facts there was an 
accumulation in secondary schools of teachers with or even without an academic 
degree and without teacher training. Some alterations were already introduced in 
this model before 1974 (for example the reduction of training from two years to one 
year and the increase in the number of schools with teachers in training); it had the 
main objective of rapidly raising the number of trained teachers. 
In 1980/81 94 a new model was launched to enable teachers to do teacher 
training staying in their own schools (this was not previously the case). Candidate 
teachers-in-post were guided by a trained teacher in the school ('delegado') 95.  
Candidates and the `delegado' received support from a full-time appointed specialist, 
working with a group of schools in a region Corientador pedagogicol. This model 
had some important aspects, among them the fact of involving school trained 
teachers in the process of teacher training and of giving to the school a certain 
enthusiasm for innovative practices. It also had inconveniences, the facts that in 
some schools the `delegado' had not enough experience and competence to play 
his/her role, (some schools had no `delegado') and that relatively small importance 
to education disciplines was given. 
In 1985/86 96 a new model of teacher training based on the 'Escolas 
Superiores de Educagao' (ESEs) and on `Centros Integrados de Formagdo de 
Professores' (CIFOPs) from the new universities was decreed. The study of 
theoretical and practical aspects of education disciplines was compulsory, namely 
Curriculum Theory, Psychology, School Administration and Management. Teacher 
candidates stayed in-post and were guided in teaching practice by experienced 
teachers appointed by the ESEs or CIFOPs, but not belonging to the school. These 
teachers also introduced teachers to theoretical aspects concerning methodology 
of the subject directly linked with teaching practice. Teacher training lasted for two 
years. Higher Education institutions had the freedom of organizing the 'programme' 
of training by agreement with teachers doing teachertraining. This model presented 
some advantages in relation to the previous one: the component of education 
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disciplines, the fact of teaching practice being supervised by experienced and 
selected teachers. The 'contract' established between the Higher Education 
institution and the teacher doing teacher training was also a positive aspect. The 
main inconveniences were the difficulties of 'integration' of theory with practice, the 
weak involvement of the school where teaching practice was taking place, the 
process of training (the supervisor did not belong to the school) and the fact that 
teachers undergoing teacher training had too many hours of compulsory teaching 
each week (14 to 16 hours). 
In 1988 a new decree 97 regulated the training for teachers-in-post in 
schools. According to this decree, teacher training lasted for two years too. 
Teachers followed education disciplines courses in the first year. These courses 
are organized by the ESEs and by universities, namely by the Open University 
(Universidade Aberta').. The structure of courses is modular (modules including 
theoretical and practical aspects). In the second year teachers do, at the schools 
where they are in-post, a project of organization and implementation of teacher-
learning and plan and teach, at least, a teaching unit. ('Projecto de formagdo e 
accao pedagOgica'). This model received many negative criticisms, among them 
the poor quality of courses in education disciplines by television, the lack of 
competence of some school supervisors, the fact that teachers with six years in 
teaching were dispensed from the second year of training, considered as essential 
forteacher education. There are geography teachers-in-post doing teachertraining 
according this model now. 
To prevent the accumulation of more teachers without teacher training in 
secondary schools, the Faculties of Arts were encouraged to incorporate within, or 
to add on, the elements necessary for pedagogic preparation in a subject 
specialization. Since 1986/87 this preparation was launched in the Faculties of Arts 
of Lisboa, Coimbra and Porto and in the Faculty of Social and Human Sciences at 
the New University of Lisboa (Universidade Nova de Lisboa'), in patterns which 
vary from faculty to faculty and from subject to subject. (This preparation started 
sixteen years before in the Faculties of Sciences). Concerning geography the course 
organization varies from faculty to faculty 98. The time to opt for a teaching of geography 
degree and not for another degree in geography is not the same. In the Faculty of 
Arts of Lisboa, students must choose a teaching geography degree, before starting 
the first year, in the Faculties of Arts of Coimbra and Porto in the 3rd year and, in 
the Faculty of Social and Human Sciences of Lisboa after having completed a 
bachelor's degree in Geography and Regional Planning. In fact there are essentially 
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two different models: that of the Faculties of Arts of Lisboa, Porto and Coimbra where 
the education disciplines and the teaching practice ('estagio') are included in the 
curriculum of the three last years of a bachelor's degree course ('licenciatura') and 
the model of the Faculty of Social and Human Sciences of Lisboa (see Table 5.1, 
from Alegria, 1991, p. 10) 99. The education disciplines courses included in the 
curricula of the four faculties do not differ very much. They are: Introduction to 
Education Disciplines, Psychology of Education, Curriculum Organization and 
Development (or Techniques and Methods of Education), Methodology of Geography 
(or Didactics of Geography) and a seminar which differs from faculty to faculty. In 
the fifth year (or in the sixth year in the Faculty of Social and Human Sciences) 
students do teaching practice ('estagio') in secondary schools underthe supervision 
of a trained secondary school teacher. There is also in each faculty one or more 
teachers in charge of Methodology of Geography, of the co-ordination of teaching 
practice and sometimes of the seminar. They work in faculties but they are selected 
and experienced secondary school teachers. Until now they have not had an 
appropriate preparation in education disciplines. (There is no post-graduate course 
in Geographical Education in Portugal).Other education disciplines of education 
courses are lectured by specialists in the subjects. 
These models have the very important advantage of giving an appropriate 
preparation for teaching before teachers start teaching in secondary schools. 
Alegria (1991) points out some advantages and problems of these models. Among 
the problems the fact that university curricula are not in agreement with the needs 
of future basic and secondary education teachers, concerning the new curricula for 
these levels of schooling. (Very recently a project was sent to Higher Education 
institutions concerning the minimum bachelor's degree certificates forteaching one 
area of subjects or one subject in the 2nd and 3rd cycles of basic education and of 
secondary education). Another problem of the above models concerns the links 
among university teachers in charge of giving scientific preparation; teachers in 
charge of Education Disciplines courses; teachers in charge of Methodology of 
Geography , of the co-ordination of a seminar and finally, school teachers in charge 
of teaching practice in schools. Obviously, to establish adequate links among them 
is a problem and is one of the weaknesses of teacher training now. 
Estrela (1990) points out that traditionally, teaching practice was a field 
where theory was exemplified and applied. According to the 'Comprehensive Law 
on the Education System' teacher education is based on several principles, among 
them at of 'integration' both in terms of scientific-pedagogical training and co- 
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Table 5.1  
ri 	 I m r r 
 
he 6r- paration f r eo•ra•h 	 hin - 6 
 
in the Faculties of Arts of Porto. Coimbra and Lisboa and Faculty 
of Social and Human Sciences of Lisboa  
G - Geography; A - Yearly; S - Half-year y 
Fac. Letras Porto 
1 
Fac. Letras 
- 	
. 	 . 
. 
Fac. Letras Lisboa 
(a) 
Fac. C. Socials 
e Humanas Lisboa 
1st 
Met Anal. G. (b) 
Int. Est. G 
Int. Geologia 
Elem. Estat. (...) 
G. Humana I 
G. Fisica I 
Opgao 
A 
S 
S 
A 
A 
A 
A 
G. Populagao 
Climatologia 
Elem. Estat. (...) 
El. G. Humana 
Elem. G. Fisica 
A 
A 
A 
A 
A 
Expressao Gram 
Int. Informatica 
Elem. Geologia 
Met. Quantitat. I 
G. Humana I 
G. Fisica I 
S 
S 
S 
A 
A 
A 
Expressao Grafica 
Informatica 
Economia 
Met. Quantitat. 
G. Humana 
G. Fisica 
A 
A 
A 
A 
A 
A 
2nd 
Opgao 1 
Opgao 2 
Elem. Biogeog. 
Form. Mundo(...) 
G. Fisica II 
G. Humana II 
A 
A 
A 
A 
A 
A 
Biogeografia 
Form. Mundo(...) 
Geomorfologia 
G. Urbana 
G. Rural 
A 
A 
A 
A 
A 
Elem. Ecologia 
G. Fisica II 
G. Humana II 
G. Rural 
G. Urbana 
A 
A 
A 
A 
A 
Planeam. Reg. Urb. 
Teorias Pol. Des. 
Quadro Fis. Plan. 
G. Industria 
G. Rural 
G. Urbana 
G. Act. Terciarias 
A 
A 
A 
S 
S 
S 
S 
3rd 
G. Econ. Social 
G. Fisica Port. 
G. Humana Port. 
Antropologia (...) 
Int. C. Educ. 
A 
A 
A 
A 
A 
G. Econ. Social 
G. Fisica Port. 
G. Humana Port. 
G. Regional 
Opgao 	 (c) 
A 
A 
A 
A 
A 
Met. An. Reg. Loc. 
G. Portugal 
G. Reg.: a Terra 
Opgao 
Int. C. Educ. 
A 
A 
A 
S 
A 
G. Econ. Social 
G. Portugal 
Ecologia Apl. Plan. 
Met. Plan. Reg. Urb. 
Opgao 
A 
A 
A 
A 
A 
4th 
Semindrio 
Opgao 
Teoria e Met. G. 
Psicologia (...) 
Org. Des. Curric. 
Met. Ens. G. 
A 
A 
A 
A 
A 
A 
Seminario 
G. Corn. Ec. Eur. 
Opgao 1 	 (c) 
Opgao 2 	 (c) 
Opgao 3 	 (c) 
A 
A 
A 
A 
A 
G. Corn. Ec. Eur. 
Psicologia Ed. 
Org. Des. Curric. 
Didactica G. 
A 
A 
A 
A 
Semindrio 
Semin. (ou 2 Opg.) 
Trab. Invest. 
Anal. Regional 
A 
A 
A 
A 
5th 
Estagio 
Semindrio 
A 
A 
Estagio 
Seminario 	 (d) 
A 
A 
Estagio 
Seminario 
Seminario 
A 
S 
S 
G. Gr. Espagos (e) 
Psicologia Educ. 
Met. Tec. Educ. (f) 
Int. C. Educ. 
Diddctica G. 
A 
A 
A 
A 
A 
6th Estagio Seminario 
A 
A 
(a) Choice in the 1st year of registration. 
(b) 'Expressao Grafica' included. 
(c) Education Disciplines (compulsory for Geography teaching). 
(d) Scientific. 
(e) Scientific and pedagogic. 
( f) The same 'programme' as 'Organizagao e DesenvolvimentoCurricular'. 
(Alegria, 1991, 10) 
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ordination between theory and practice. This new role of theory in relation to 
practice, increases the value of the practice (Estrela, 1990, p. 13). 
One problem of teacher education is also of reaching an harmonious 
integration of the above aspects. 
Due to the recent alteration of the curricula of basic and secondary education 
(namely the integration of the study of geography with history in the 5th and 6th 
years of schooling and wittreconomics in the 12th year), as well as fordissemination, 
for instance of the use of new technologies, new methods of teaching and 
evaluation, an increasing organization of in-service training is needed. In-service 
training is organized by the ME (central and regional departments), trade unions, 
teachers associations, scientific associations, higher education institutions, schools... 
The topics concern scientific and educational aspects. In-service courses can last 
hours, days; a month or even more. There is a lack of planning and the teachers 
'real' needs are sometimes not taken into account. Much more in-service training 
to respond to teachers needs will be necessary. 
5.3 Summary  
The most relevant political and educational changes occurred from 1836 to 
1990 mentioned in this chapter are presented in Tables 5.2 a to 5.2 e. 
This chapter started with a summary of theories of the evolution of disciplines. 
It has been pointed out that some authors explain the evolution of one discipline by 
the emergence of schools of thought., which, in some cases, can be a national 
school, The leader of a school can have substantial power over the discipline. 
O.Ribeiro was the leader of the School of Geography of Lisboa and was the most 
well-known Portuguese geographer. In Coimbra, A.Girao and F.Martins have also 
been dominant individuals. In both cases changes of view, or of approaches 
depended on a new generation of geographers. 
As far as the evolution of geography at higher education level in Portugal is 
concerned, the most relevant fact was the dominance of the regional paradigm until 
the 70's and since then the fact that many researchers have chosen other 
approaches - positivist, neopositivist, marxist..., to find an answer to new problems 
and to respond to the demands made upon them by Portuguese society in rapid 
mutation during the two last decades. 
The evolution of geography at academic level obviously had a big influence 
on school geography, but to explain its evolution, other causes might be brought in: 
political ideologies, pedagogical theories and practices, educational provision. 
All the educational ideologies mentioned in the beginning of this chapter 
were influential in Portuguese secondary education: classical humanism, 
progressivism, reconstructionism, technocratic-bureaucratic. If the first one was no 
longer accepted after 1974, the other three exert their influence upon educational 
theory and practice today. 
Political ideologies have exerted a constant influence on schools; evidence 
of this fact was shown in relation to geographical education. 
It was also pointed out that there is a discrepancy between legislation and 
other official documents concerning geographical education in schools and the 
teaching practised there. The two following chapters concern schools' realities, 
evidence forthe lack of agreement between theory and practice will be demonstrated, 
as well as the need for a curriculum planning that takes into account a historical 
perspective. 
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Political and educational changes from 1836 to 1990  
(Tables 5.2 a to 5.2 e) 

185 
Table 5.2 a  
Political and educational changes from 1836 to 1910  
Year 
Dominant 
political Ideology 
or political events 
Geographical 
events 
Geography at 
higher education 
level 
Geography at secondary 
education level 
1836 Liberalism. Reform of higher 
education. 
Reforms of primary and 
secondary education. 
Creation of 'liceus'. 
Secondary school 
curriculum included the 
study of 'Geography, 
Chronology and History'. 
1875/76 Creation of the 
Geographical 
Society of Lisbon 
(SGL). 
1888 Geography became an 
independent subject at 
secondary education 
level, but the teaching of 
geography was only 
prescribed for one school 
year. 
1890 British ultimatum-
-Patriotic reaction. 
1894 The study of geography 
and history is prescribed 
for the seven years of 
secondary education. 
1904 Institutionalization 
of geography at 
higher education 
level. 
Silva Telles is 
appointed to the 
geography chair in 
the 'Curso Superior 
de Letras' (a). 
1910 The Monarchy is 
abolished. 
The First Republic 
is proclaimed. 
Between 1836 and 1910 
there were periods of 
political instability. 
There were several 
reforms of education. The 
most important syllabuses 
for studying the evolution 
of geography teaching 
were those of 1872, 1886, 
1888, 1889, 1895 and 
1905. 
(a) In Portugal like in England (Oxford - 1887 and Camb idge - 1888) as well as in other European 
countries the institutionalization of geography at higher education level was preceded by its presence 
at primary and secondary education levels. 
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Table 5.2 b  
Political and educational changes from 1911 to 1941  
Year 
Dominant 
political ideology 
or political events 
Geographical 
events 
Geography at 
higher education 
level 
Geography at secondary 
education level 
1911 First Republic. 
Political instability. 
Reforms of primary 
and higher 
education. 
Creation of 
'Faculdades de 
Letras' (Faculties 
of Arts) of Coimbra 
and Lisboa with a 
Section for 
'Historical and 
Geographical 
Sciences'. 
Creation of 
'Escolas Normais 
Superiores' 
(Higher Schools of 
Education). 
Several reforms of 
secondary education due 
to governmental changes. 
The most important 
reforms for studying the 
evolution of geography 
teaching were those of 
1918, 1919 and 1921. 
1926 Military 'coup 
d'etat' which 
instituted a 
dictatorship 
regime. 
Reform of 
'Faculdades de 
Letras' (Faculties 
of Arts). 
The reform 
mantained 
geography linked 
to history. 
Reform of secondary 
education. 
1930 Geographical 
sciences at 
University became 
independent. 
'Escolas Normais 
Superiores' (Higher 
Schools of 
Education) were 
abolished. 
Teachers' 
theoretical 
preparation was to 
be done in the 
Faculties of Arts. 
1933 A new Constitution 
was approved. 
Estado Novo (New 
State). 
Prime-Minister 
Salazar became 
the source of 
political power. • 
1936 Reform of secondary 
education. 
The place of geography in 
the curriculum was 
reduced. 
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Table 5.2 c  
Political and educational changes from 1942 to 1970  
Year 
Dominant 
political ideology 
or political events 
Geographical 
events 
Geography at 
higher education 
level 
Geography at secondary 
education level 
1942/43 Creation of 
Geographical 
Studies Centres in 
Coimbra (1942) 
and Lisboa (1943). 
1947 Reform of secondary 
education. 
The place of geography in 
the curriculum of the 
'general course' of 'liceus' 
was restablished. In the 
'complementary course' of 
'liceus' a regime by 
subjects (groupings of 
subjects) was established. 
Great stability of the 
curriculum of the 'general 
course' and 
'complementary course' of 
'liceus' until 1974 (3rd to 
7th years - ages 13-17). 
1949 The XVI th 
Geographical 
Congress was held 
in Lisboa. 
1957 Reform of 
'Faculdades de 
Letras' (Faculties 
of Arts). 
Course increased 
from 4 to 5 years. 
1961 Colonial war 
started in Africa. 
1967/68 Creation of the 
'Preparatory cycle' (1st 
and 2nd years - age 
10-12). 
The curriculum included 
the study of 'History and 
Geography of Portugal'. 
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Table 5.2 d  
Political and educational changes from 1971 to 1986 
Year 
Dominant 
political ideology 
or political events 
Geographical 
events 
Geography at 
higher education 
level 
Geography at secondary 
education level 
1971 Reform called Veiga 
Education. 
Simac, then Minister of 
Geography was included 
in the 3rd and 4th years of 
the 1st stage of secondary 
education (ages 12-13) in 
Human Sciences. 
Experiments with new 
syllabuses ended in 
1974/75. 
1972 The Geography 
course restarted at 
the Faculdade de 
Letras (Faculty of 
Arts) of Porto. 
1974 Revolution of the 
25th April. 
Re-stablishment of 
a democratic 
regime. 
1975/76 
to 
1979/80 
The 'study of geography 
and history' was replaced 
by 'Social Sciences'. 
Geography loses 
importance in the 
curriculum of the Unified 
General Course (7th, 8th 
and 9th years - ages 
12-15). Since 1975/76 
until 1979/80 the 
secondary school 
curriculum was modified 
several times, particularly 
due to political reasons. 
Since 1979/80 geography 
restablished its place in 
the secondary school 
curriculum. 
1979 First 'Co[aqui° 
lberico de 
Geografia' (Iberian 
Geographical 
Conference). 
1980 The 12th year of 
schooling was created. 
1986 Publication of the 'Comprehensive Law on the 
Education System'. 
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Table 5.2 e  
Political and educational changes from 1986 to 1990 
Year 
Dominant 
political ideology 
or political events 
Geographical 
events 
Geography at 
higher education 
level 
Geography at secondary 
education level 
1986/87 Preparation of 
(since...) teachers launched 
in the 'Faculdades 
de Letras' 
(Faculties of Arts). 
1988 Creation of the 
'Associagao de 
Prof essores de 
Geografia' 
(Geography 
Teachers 
Association) and 
of the 'Associagao 
Portuguesa de 
GeOgrafos' 
(Portuguese 
Geographers 
Association). 
1989 Publication of the general 
principles of basic and 
secondary education 
curricula included in the 
new reform of the 
education system. 
1990/91 Experiments with new 
(since...) syllabuses for basic and 
secondary education are 
being done. 
Compulsory attendance decreed 
in: 1911 - 3years 
1956 - 4 years (boys) 
1960 - 4 years (girls) 
1968 - 6 years (or age 14) 
1986 - 9 years (or age 15) (which applies to pupils who enroll in the 
first year of basic education in or after the 1987-1988 school 
year). 
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6.1 The Questionnaire Survey 
As Cohen and Manion (1985) indicate 'surveys gather data at a particular 
point in time, with different intentions, among them: describing the nature of existing 
conditions'. According to Moser and Kalton (1971), it is helpful to distinguish four 
broad types of survey subject matter, one of them concerned with people's opinions 
and attitudes. 
It was decided at the outset of the research that a survey was the most 
efficient method of acquiring the type of information that was required, and to collect 
it, a mail questionnaire seemed to be the only viable way of carrying through an 
enquiry with a sample covering the whole of Continental Portugal (excluding the 
Agores and Madeira). The main constraints that affect the use of a mail questionnaire 
were obviously over finances, resources and time. 
Cohen and Manion (1985) quoting Tuckman, 1972, presented a summary 
of relative merits of interviewing versus questionnaire (see Appendix D1, p. 423). 
During the planning of the survey and its administration, the disadvantages 
concerning questionnaires were taken in account, in order to minimize them. The 
same authors quoting Davidson, 1970 indicate the typical stages in the planning of 
a survey (see Appendix D1, p. 424). In the same way, the survey proceeds through 
defined stages: 
Firstly the main purposes of the survey were defined: 
a. to obtain a description of existing conditions in the teaching of geography in 
Portuguese state secondary schools (teachers' qualifications, resources, 
teaching methods); 
b. to collect information of teachers' opinions about the geography curriculum 
and how to improve geography teaching in general and the geography 
curriculum in particular; 
c. to collect information on students' attitudes towards geography. 
In orderto attain these purposes three questionnaires would be needed: one 
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addressed to teachers with two parts, the first part addressed to the heads of 
geography departments, in order to obtain information about existing conditions for 
the teaching of geography in their schools, the second part to geography teachers 
(including the heads of geography departments). 
The othertwo questionnaires were addressed to students: 9th year students 
(the 9th year is the last year of the 'Unified General Course') and to 12th year 
students (the 12th year is the last year of secondary education). In the 'Unified 
General Course' (7th, 8th and 9th years) geography is a compulsory subject; in the 
12th year it is optional (see Chapter 2). The questionnaire was only addressed to 
students who chose the subject. 
In the pilot questionnaire (see Appendix D2) the part addressed to the heads 
of geography departments included questions on the school - name and address, 
type of school, total student numbers (in years, 'areas of study' and courses), total 
student numbers from the 10th, 11th and 12th years following geography courses; 
and questions on the geography department - total geography teacher numbers (by 
type of timetable) equipped geography rooms, percentage of geography classes 
taught in geography rooms, textbooks used in geography classes, departmental 
allowance. 
The second part of the questionnaire addressed to geography teachers 
included questions about teachers - name and address of their establishments, 
age, sex, teaching position - head of geography, academic qualifications, training 
qualifications, years in teaching, teachers' timetable in the questionnaire year; 
questions about the teaching of geography - teaching and assessment methods for 
'Unified General Course' and for 'Complementary Course' and 12th year, use of 
teaching resources in both courses, opinions and amount of fieldwork in geography 
courses; questions on the geography curriculum - opinions about the present 
geography curriculum and opinions on how to improve the teaching of geography 
in general and the geography curriculum in particular. Criticisms and suggestions 
about the questionnaire were also asked for. 
The pilot questionnaire addressed to 9th year pupils included questions 
about pupils - name and address of their schools, age, sex, specialist area, 
academic background; questions about the level of interest in 9th year subjects, 
reasons why they relatively like or dislike geography, level of interest in different 
aspects of the 'Unified General Course' geography curriculum. A definition of 
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geography and comments and suggestions on the teaching of geography were also 
asked by the questionnaire. 
Finally, the pilot questionnaire addressed to 12th year students also included 
questions about the students - name and address of their schools, age, sex, 
academic background, 12th year course and two subjects other than geography 
that they were following; questions on factors influencing the choice of 12th year 
geography; questions about the level of interest in different aspects of geography; 
questions on their opinions about the relevance of geographical knowledge in day 
to day life; questions on their opinions about the teaching of geography and how to 
improve it, finally questions about their future career plans. The questionnaire also 
asked for a definition of geography. 
The review of the literature about the subject suggested aspects needing 
investigation as well as giving a contribution to the question specification. 
Some of the questions concerning attitudes used scaling procedures. In the 
use of attitude scaling there is always the problem of reliability and validity. 
Reliability is an attribute needed in a scale, that i mplies that repeated measurements 
made by it under constant conditions, will give the same result. Validity means the 
success of the scale in measuring what it sets out to measure, so that differences 
between individuals scores can be taken as representing true differences in the 
characteristic under study (Moser and Kalton, 1971). 
The term validity includes three basic kinds of validity, each of which is 
concerned with a different aspect of the measurement situation: content validity, 
predictive validity and construct validity. Content validity is assured when not only 
the items contain the common thread of the attitude under study, but between them 
they also cover the full range of the attitude, and cover it in a balanced way. 
Predictive validity and concurrent validity, are essentially the same but the first is 
concerned with how well the scale can forecast a future criterion and concurrent 
validity with how well it can describe a present one (Moser and Kalton, 1971). 
Construct validity involves relating a measuring instrument to an overall theoretical 
framework in order to determine whether the instrument is tied to the concepts and 
theoretical assumptions that are employed (Nachmias and Nachmias, 1981). 
Oppenheim (1966) points out that the greater length and diversity of attitude 
scales make them more reliable than single questions, but even so, complete 
consistency is difficult to achieve. 
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The assessment of content validity is essentially a matter of judgement that 
may be made by the surveyor or better, by a team of judges engaged for the 
purpose. Moser and Kalton (1971) pointed out that the reliability and validity of a 
scale are always specific to a particular population, time and purpose, not invariant 
characteristics. Within educational research and the social sciences as a whole, the 
most commonly used scaled procedures have been the Liken, Guttman and 
Thurstone models with different functions and applicable in different situations. The 
surveyor took into account the above problems during questionnaire designing. 
It was decided to send the questionnaire addressed to geography teachers 
to all state secondary schools in Continental Portugal. The questionnaire addressed 
to students was sent to a sample of state secondary schools in Continental 
Portugal. Because the districts are believed to differ markedly from each other with 
regard to the existing conditions in teaching geography, it was decided to do a 
stratified two-stage sample, selecting a number of schools at random from each 
district and from within each of these schools to select classes at random. 
The pilot study  
The pilot questionnaire was preceded by small 'pre-tests' on problems of 
design, specially concerning the advantages and disadvantages of including some 
questions and the question wording (namely to be able to change open questions 
into closed ones). 
The first part of the pilot questionnaire addressed to teachers was filled in by 
the heads of geography from six state secondary schools; the second part was filled 
in by nineteen geography teachers from the same schools (three located in Lisboa, 
one in the suburbs of Lisboa and two in Braga - a capital town of a northern district). 
.The pilot questionnaire addressed to 9th year pupils was completed by 
eighty-nine pupils from two schools (one located in Lisboa and another in the 
suburbs of the city). 
The pilot questionnaire addressed to 12th year students was filled in by forty-
two students from two schools (both located in Lisboa). The schools were of 
different types, schools with all the secondary education years (from the 7th to the 
12th year), or only with the 10th, 11th and 12th years (in the case of the 12th year 
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questionnaires), schools that prior to the unification of secondary education were 
either 'liceus' or 'technical schools' or new schools: 
As a result of the pilot survey four alterations in the first part of the teachers' 
questionnaire were introduced: the format of the item concerning the type of school 
was modified and three new items were added: the first asking for the number of 
teachers by professional qualifications, another for the existence of a teacher in 
charge of teacher training and the third for the existence of a microcomputer in the 
school. Later the questionnaires' sponsor DGES advised the suppression of the 
items asking for the number of students by year and those asking for textbooks 
adopted in the school, by year (in order to prevent problems with the textbook 
publishers). 
In the second part of the teachers' questionnaire some modifications were 
also introduced. An item was added asking whether a teacher was or was not in 
charge of teacher training, and other questions about the teachers' timetable (day 
classes, evening classes, day and evening classes); their participation and 
collaboration in in-service courses; their collaboration in curriculum development, 
and their previous teaching position (head of the department and in charge of 
teacher training). The questions concerning the teachers' academic and training 
qualifications were changed from open to semi closed ones. Five alterations in the 
list of teaching resources were also introduced. To reduce the length of the 
questionnaire, modifications were also introduced in the format of items concerning 
teaching methods and resources, as well as in items concerning the syllabuses (it 
also became necessary to change the wording of some of the questions about 
syllabuses). At the end of the pilot questionnaire one page was inserted inviting 
teachers to make comments and suggestions to improve the questionnaire. This 
page was not included in the main survey. 
After introducing all the above alterations the researcher had an interview 
with three of the respondents in order to ask their opinion about the final version of 
the teachers' questionnaire. 
The 9th year and 12th year students found the questionnaires easy to 
comprehend and complete, consequently no alterations were made to the 9th year 
pupils' questionnaire and only one change was made in the 12th year students' 
questionnaire. Another reason was added to those indicated in the item concerning 
the choice of geography in the 12th year. The pilot survey also confirmed the 
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possibility of students filling in the questionnaire in fifty minutes (a teaching period). 
The pilot study also showed evidence of the advantage of having a survey 
sponsor, specially to increase the response rate and diminish the cost of the survey 
(see covering letter and pilot questionnaires, p. 427-461). 
The Questionnaire Design  
It has already been pointed out that the use of a self-administered 
questionnaire seemed the sole appropriate method of sampling a large number of 
teachers and students, especially because the population was scattered throughout 
the whole of Portugal (with the exception of Acores and Madeira). 
This approach is considered to be relatively economical of time and money. 
Nevertheless, taking into account the number of questionnaires to print and the 
postage, it became necessary to ask support from the DGES. This support was 
given and consequently so was sponsorship of the questionnaire. Sponsorship was 
considered very important in order to have a good rate of response. 
A covering letter was sent out with the questionnaires. In this letter it was 
explained why and by whom the survey was being undertaken (see Appendix D2, 
p. 462 and 465). 
In orderto raise the response rate to the teachers' questionnaires two follow-
up letters were employed. The first consisted of a short reminder letter; the second 
consisting of a short letter together with the original letter, another copy of the first 
part of the questionnaire and another of the second part of the questionnaire. 
(Initially the number of questionnaires sent was equal to the number of geography 
teachers in the schools surveyed). (See p. 463-464). 
To raise the response rate to the students' questionnaires a short reminder 
letter (see Appendix D2, p. 466) with the original letter were sent to schools which 
had not responded. 
The questionnaires answers were to be treated as anonymous; this was 
made clear to the respondents. 
The teachers' questionnaires were sent in June 1983 (because official 
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permission was given only on the 31st May). It was then too later to send the 
students' questionnaires because classes finished at the beginning of June (on the 
9th June). These questionnaires were sent in the following year, 1984, in May 
because it was evident that students would not be competent to comment critically 
on the syllabuses unless of course, they had virtually completed the course of study. 
An attempt was made to get information about the causes of non-response. 
In relation to the students' questionnaires, the heads of geography indicated some 
reasons: the most frequent was that in May teachers still had syllabus content to 
cover and assessment tests to give and they could not lose a period of teaching; 
two heads indicated that the teachers of the chosen classes had been absent from 
school due to illness; another two heads did not know the reasons. In relation to the 
teachers' questionnaires the most frequently indicated reason was the fact that the 
teacher was extremely busy; two teachers indicated they had been absent from 
school due to illness; four teachers said that they were not able to respond due to 
the fact they had no academic qualifications in geography; four other teachers, 
besides being very busy, argued that the questionnaire was too long. 
Careful consideration was given to all aspects of question specification. The 
language was adapted to students' age. In fact the students' and teachers' 
questionnaires were easily comprehensible and were easily completed. 
The questionnaire design utilized several formats, since both factual 
information and opinions and attitudes were sought. Some of factual questions lent 
themselves to a structured format, in which the respondent was asked to select only 
one of several possible replies. The possible responses were carefully considered 
but in many cases provision was made to permit respondents to indicate other 
significant facts. The second part of teachers' questionnaire as well the 9th year and 
12th year students' questionnaires included open questions, to give opportunities 
forthe respondents to express theiropinions freely:the 9th year pupils questionnaire 
included two open questions; the 12th year students' questionnaire six open 
questions; the second part of the teachers' questionnaire included open questions 
in the sections concerning fieldwork and syllabuses. These open questions were 
placed at the end of the questionnaires and were successful in eliciting full 
responses. 
In contrastto structured (or even semi-structured) questions, open questions 
were in some cases difficult to code and the codification demanded much time. 
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The final draft of the questionnaires asked for information and opinions as 
shown below: 
Teachers questionnaire  
(see Appendix D2, p. 467-478) 
First part (addressed to the head of geography department) 
Firstthe questionnaire asked forthe name and address of the establishment. 
Item 1. Asked for the type of establishment (with... years). 
Item 2. Asked forthe numberof students who chose geography in the 
10th and 11th years (by 'areas of study') and in the 12th year 
(by courses). 
Item 3. Asked forthe number of geography teachers with day classes, 
day and evening classes or only evening classes and the 
number of teachers by professional qualifications. 
Item 4. Asked forthe existence or not of a teacher in charge of teacher 
training. 
Item 5. Asked for the number of specially equipped geography 
rooms; if the geography room(s) was or not only used for 
geography teaching and in a negative case the percentage of 
occupation of the specially equipped geography room by 
geography classes. 
Item 6. Asked for the departmental allowance. 
Item 7. Asked for the existence or not of a microcomputer in the 
school. 
Second part (addressed to geography teachers) 
First the questionnaire asked for the name and localization of the 
establishment. 
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Items 8., 9., 10., 11., 12., 13., 14., 15. The purpose of these items was 
to elicit factual information such as the age; sex; teaching 
position in the questionnaire year (head of geography, in 
charge of teacher training); academic qualifications; training 
qualifications; years in teaching; years in geography teaching; 
timetable in the questionnaire year (type, years and number 
of teaching hours per week); in-service training (participation 
and collaboration in in-service training and curriculum 
development); teaching position in previous years (head of 
geography, in charge of teacher training). 
Item 16. This section attempted to determine the relative frequency 
with which an assortment of teaching strategies and 
assessment methods were used in geography classes 
(separately in the Unified General Course and in 
Complementary Course and 12th year). Nineteen methods 
were listed. Also given was the possibility of adding other (or 
others) teaching strategies or assessment methods. Teachers 
were asked to indicate the frequency with which they employed 
these methods by reference to a scale. The scale ranged from 
'used one or more times per week', 'used fortnightly', 'used 
monthly', 'used quarterly', 'used yearly', until 'never used'. 
Item 17. This section attempted to determine the relative frequency 
with which an assortment of teaching resources were used in 
geography classes (separately in the Unified General Course 
and in the Complementary Course and 12th year). Four 
different types of resources were listed: audio-visual equipment, 
maps, globe and photographs, meteorological equipment, 
and other resources. The possibility was given to add other(s) 
teaching resources. Teachers were asked to indicate the 
frequency with which they used the different teaching resources 
by reference to a scale. The scale was the same as that used 
in item 16, but the possibility was also given to indicate that a 
specific resource did not exist in the school. 
Item 18. This section asked teachers their opinions about the need 
to undertake fieldwork; the difficulties they found and the 
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types and amount of fieldwork they undertook orthey intended 
to undertake during the questionnaire year. 
Three of the questions were open questions. 
Item 19. This section asked teachers' opinions about geography 
syllabuses. The questions concerning the Unified General 
Course (7th, 8th and 9th years) were addressed to all teachers; 
those concerning the different 'areas de estudo' ('areas of 
study') of the Complementary Course (10th and 11th years) or 
the 12th year were addressed to teachers who had already 
taught the respective syllabus of each year and 'area de 
estudo' ('area of study'). 
The section had open questions. 
The questions concerning the Unified General Course were 
comments on: 
- the special contributions of geography to the education of 
children that can justify its inclusion in the Unified General 
Course curriculum; 
- the adequacy of geography syllabuses for pupils' needs; 
- the structure and content of geography syllabuses and 
suggestions to ameliorate them; 
- the main problems in geography teaching and suggestions 
to improve the teaching of the subject at Unified General 
Course level. 
The questions concerning each one of the Complementary 
Course or 12th year syllabuses were comments on: 
- the adequacy of geography syllabuses for students' needs 
and interests; 
- the main problems in teaching the subject in the respective 
'area de estudo' ('area of study') or course and suggestions on 
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how to ameliorate the geography syllabus or otherinnovations 
that could contribute to improving the geography teaching in 
the 'area' or course. 
9th year pupils' questionnaire 
(see Appendix D2, p. 479-482) 
First the questionnaire asked for the name and localization of the 
establishment. 
Items 1., 2., 3., 4. The purpose of these items was to elicit factual 
information, such as the age, sex, specialist area, and marks 
obtained in Portuguese, geography and mathematics in the 
third term of the 7th and 8th years. 
Item 5. This item attempted to find the relative popularity of geography 
among the 9th year subjects. The questionnaire asked for a 
ranking response in which pupils were required to rank-order 
the 9th year subjects according to their preferences. 
Items 6.1, 6.2. These items attempted to find the reasons why some 
pupils ranked geography among the first six subjects and 
others among the last five subjects. The questionnaire asked 
for a checklist response that required that the respondent 
selects three of the eight alternatives presented to him/her. 
The questionnaire had two different lists of eight alternatives: 
one addressed to pupils who placed geography among the 
first six subjects; another for those who placed geography 
among the last five places. The alternatives were nominal 
categories. 
Item 6.3. This section attempted to determine the extent to which 
pupils enjoyed the study of different aspects of geography. 
Fifteen aspects were listed. Each aspect was to be rated by 
the pupils according to whetherthey enjoyed studying it or not. 
A three-point scale was used ranging from enjoyed it, to a 
neutral stance, to did not enjoy it. The negative endorsement 
was given the score of 1, the neutral stance a score of 2, and 
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the positive endorsement a score of 3. 
Item 7. This item asked pupils for a definition of what geography is. 
It was an open question. From the responses to this question 
it was intended to find the concept of geography transmitted 
by teachers during geography classes. 
Item 8. This item asked pupils to make comments on geography 
teaching and to make suggestions on how to improve it. 
12th year students questionnaire 
(see Appendix D2, p. 483-488) 
First the questionnaire asked for the name and localization of the 
establishment. 
Items 1., 2., 3. The purpose of these items was to elicit factual 
information such as the age, sex, academic background and 
the course and the othertwo subjects students were following. 
This would allow the researcher to know if geography was 
mainly combined with the humanities ratherthan with sciences 
and mathematics. This obviously may have repercussions on 
the geography curriculum organization. 
Item 4.1. This section attempted to determine the most significant 
reasons for choosing geography in the 12th year. Eighteen 
statements, representing the most likely reasons to have 
influenced student choice were listed. Students were asked to 
rate the relative importance of each of these factors according 
to a five point scale. The scale ranged from negative 
endorsements, such as 'not important' and 'of little importance' 
to increasingly positive endorsements, such as 'important', 
'very important' and 'of fundamental importance'. Each 
response was then weighted from 1 to 5. The negative 
responses were given the values of 1 or 2, whilst the positives 
responses were given the values of 3, 4 and 5. Provision was 
also made to permit students to specify and rate any other 
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factor which did not appear on the list but was significant to 
them. 
Item 4.2. This section attempted to determine the extent to which 
students found the study of different aspects of geography 
interesting. Eighteen aspects were listed. Each aspect would 
then be rated by the students according their interest in 
studying it. A four point scale was used ranging from `no 
interest', 'little interest', 'sufficient interest', 'much interest'. 
The negative endorsement was given the score of 1, 'little' the 
score of 2, 'sufficient' the score of 3 and 'much' the score of 4. 
Provision was also made to permit students to specify and rate 
any other aspect which did not appear on the list. 
Item 5. This item asked students for a definition of what geography 
is. From the responses to this question, it was intended to find 
the concept of geography transmitted by teachers during the 
geography classes. 
Items 6.1., 6.2. These items asked for students suggestions on how 
to ameliorate geography teaching: firstly, in the 7th, 8th and 
9th years, secondly in the 10th, 11th and 12th years. They 
were open questions. 
Items 6.3., 6.4., 6.5. The purpose of this section was to ascertain how 
important (relevant) geographical knowledge seemed to the 
students in relation to their future day to day lives. First 
students were asked to rate how they felt, using a five point 
scale. The scale ranged from a negative extreme 'not important' 
to 'of fundamental importance'. Secondly the questionnaire 
asked students to indicatethe reasons justifying theirprevious 
responses, these were open questions. 
Item 7. This section asked students about their intended career 
plans. Item 7.1. consisted of a checklist of three possible 
career intentions: going on to study at University, going on to 
study at a Further Education establishment, going on to a job. 
Items 7.2. and 7.3. asked for students indicate the three first 
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preferences of courses or jobs they would like to go on to. 
Item 8. This item asked students to make comments on geography 
teaching and give suggestions on how to improve it. 
The Sample  
It was stated above that it was decided to send the teachers' questionnaire 
to all state secondary schools. The heads of departments of 74.6% of the total of 
the schools filled in the first part of the questionnaire. The second part of the 
questionnaire was filled in by seven hundred and fifty-one teachers, from 71.8% of 
the total of the schools. 
The 9th year pupils' questionnaires were sent to sixty-one schools (about 
20.0% of the total number of secondary schools with 9th year). Two thousand two 
hundred and seventy-four pupils from fifty-five schools filled in the questionnaire. 
These corresponding to 90.2% of the initial number of sample schools. 
The 12th year students' questionnaires were sent to forty-four schools. Eight 
hundred and sixty-nine students from thirty-eight schools filled in the questionnaire. 
These corresponded to 86.4% of the initial number of sample schools. 
Analysis of the Data 
The data collected by the questionnaire survey, before being processed by 
computer were edited (the questionnaires were scrutinized for errors, omissions 
and ambiguous classifications) and coded. The coding of open questions in some 
cases was difficult and time consuming. 
The data was processed at the Institute of Education computing department. 
OPUS PC-II microcomputers acting as terminals were used. These are linked 
directly to the central facility in the Institute - a pyramid technology super mini 
running the UNIX operating system. The data was processed using SPSS-X 
(Statistical Package for the Social Sciences). Some recoding was necessary for the 
chi-squared analysis. 
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6.2 Findings of the Survey 
6.2.1 	 Teachers' Questionnaires 
6.2.2.1 	 First Part - The Secondary Schools  
The questionnaires were sent to all state secondary schools in Continental 
Portugal. There were three hundred and sixteen schools and the heads of the 
geography departments (`delegados de disciplina') of two hundred and thirty-six 
schools filled in the first part of the questionnaire. These corresponded to a 
percentage of 74.6% of the total number of secondary schools. The distribution of 
the sample and of the population (the total number of state secondary schools in 
Continental Portugal) by district is present in Table 6.1. 
Table 6.1  shows that there is a good degree of similarity between the sample 
and the population which affords confidence in the sampling concerning the 
distribution of schools by district, at least in its consistency. 
The distribution of schools by type is shown in Table 6.2. This table shows 
that 39.8% of the schools had all the secondary education years (7th to 12th); 
25.4% had only the Unified General Course (7th, 8th and 9th years); and 1.3% had 
only the 10th, 11th and 12th years. The others had four or five years of schooling, 
from the Unified General Course and from the Complementary Course and/or the 
12th year. Sixty-two schools also had other types of courses, namely secondary 
education evening courses for adults. 
The distribution of schools by the number of geography teachers who taught 
there is shown in Table 6.3. In these numbers teachers who taught day classes, day 
and evening classes or only evening classes are included. Among the schools forty 
had (one to four) teachers who taught only evening classes; and one hundred and 
twenty-five schools had (one to seven) teachers who taught both day and evening 
classes. 
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Table 6.1  
Distribution of the sample and of the population by district 
ISchools)  
Districts 
Sample Population 
F % % 
Aveiro 24 10.2 8.5 
Beja 7 3.0 2.2 
Braga 13 5.5 4.7 
Braganca 6 2.5 2.5 
Castelo Branco 7 3.0 2.8 
Coimbra 12 5.1 5.1 
Evora 8 3.4 2.8 
Faro 8 3.4 3.5 
Guarda 7 3.0 2.5 
Leiria 6 2.5 3.8 
Lisboa 45 19.1 22.2 
Portalegre 4 1.7 1.6 
Porto 33 14.0 13.9 
Santarem 15 6.4 5.4 
Setubal 13 5.5 7.3 
Viana do Castelo 6 2.5 2.5 
Vila Real 8 3.4 3.2 
Viseu 14 5.9 5.4 
Total 236 100.0 100.0 
Source of population data: Ministerio da Educagao e Ciencia, Direcgao-Geral do Ensino 
Secundario 
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Table 6.2  
Distribution of schools by type 
Type of school 
(schools with ... years) F % 
7 th, 8 th& 9 th 60 25.4 
7 th, 8 th, 9 th, 10 th, 11 th & 12 th 94 39.8 
7 th, 8 th, 9 th& 10 th 4 1.7 
7th, 8th, 9th, 10 th & 11 th 43 18.2 
7 th, 8th, 9 th& 12th 15 6.4 
7 th, 8 th,9 th, 10 th& 12th 2 0.8 
10 th, 11 th & 12 th 3 1.3 
7 th, 8 th, 9 th, & 11 th 5 2.1 
8th, 9th, 10th, 11 th & 12th 1 0.4 
7th, 8 th,9 th, 11 th& 12th 5 2.1 
Not known 4 1.7 
Total 236 100.0 
Teachers qualifications  
In secondary schools there were teachers with different qualifications: 
1. Teachers with a degree in geographical sciences or in geography 
(`licenciatura' a four or five years course and 'bacharelato' a three years 
course) and teacher training ('professores profissionalizados'). 
2. Teachers with a degree in geographical sciences or in geography but who 
were undergoing the teacher training ('professores em formagdo em 
exercicio'). 
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Table 6.3  
Distribution of schools by the number  
of geography teachers  
Number of 
geography 
teachers 
Schools 
F % 
1 19 8.1 
2 40 16.9 
3 33 14.0 
4 34 14.4 
5 24 10.2 
6 19 8.1 
7 20 8.5 
8 10 4.2 
9 13 5.5 
10 5 2.1 
11 1 0.4 
12 5 2.1 
13 3 1.3 
Not known (a) 10 4.2 
Total 236 100.0 
(a) No answer or the total of teachers indicated, 
did not correspond to the total of teachers by 
qualifications. 
3. Teachers with a degree in geographical sciences or in geography, but 
without teacher training ('professores corn habilitagao propria'). 
4. Teachers who did not complete a degree course in geography but who at 
least passed four certificates of one of the above courses (`3Q escaldol or 
had qualifications considered as equivalent (`professores corn habilitagao 
suficiente'). 
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5. 	 Teachers with other qualifications. (Some teachers had only completed the 
secondary education course). 
('Despacho Normativo 3/82 de 23 de Dezembro 1981 - HabilitagOes 
PrOprias e Suficientes para a Docencia nos Ensinos PreparatOrio e Secundario 
1982/83'). 
An analysis of the qualification of teachers by schools shows evidence of 
some important features: 
One hundred and forty-nine schools (63.1% of the schools sample) had at least 
one teacher with a degree in geography and with teacher training (qualification 1.); 
in contrast fifty-nine schools (25.0%) had no teacher with a degree in geography 
and with teacher training (qualification 1.). 
Eighty-four schools (35.6%) had all teachers with a degree in geography 
(including teachers with teacher training, teachers undergoing teachertraining and 
teachers without teacher training - qualifications 1, 2 and 3). 
Twenty-one schools (8.5%) had all teachers with a degree in geography and 
teacher training (qualification 1); in contrast twenty-eight schools (11.8%) did not 
have any teacher with a degree in geography (they had only teachers with the type 
of qualifications 4 and 5). 
Fourteen schools (5.9%) had only teachers with 'other qualifications' 
(qualification 5). It was already pointed out that among these teachers some had 
only completed a secondary education course. 
The ideal situation would be to have all geography teachers with a degree 
in geography and with teacher training. Only 8.5% of the schools had all the 
teachers with these qualifications. 
Table 6.4 shows the distribution by district of the best and worse situations: 
schools with all the geography teachers with the qualifications 1, 2 and 3 and 
between brackets those only with teachers with the qualification 1; schools only with 
geography teachers with the qualifications 4 and 5 and between brackets those 
only with teachers with the qualification 5. 
Table 6.4 shows evidence that there are important differences in relation to 
geography teachers qualifications from district to district. Districts where the 
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Table 6.4  
Distribution of schools according to geography teachers' 
professional qualificati ns by district  
Districts 
Schools with all geography 
teachers with a degree 
In geography 
(qualifications 1, 2 and 3) 
Schools with all geography 
teachers without a degree 
in geography 
(qualifications 3 and 4) 
F (c) F  (c) 
(a) (a) (b) (b) 
Aveiro (6) 19 (25.0) 79.1 - - - - 
Beja -  - - 4 (4) 57.1 (57.1) 
Braga (1) 3 (7.6) 23.0 - - - - 
Braganca - 1 - 16.6 1 - 16.6 - 
Castelo Branco - - - - 3 (2) 42.9 (28.5) 
Coimbra (4) 10 (33.3) 83.3 1 - 8.3 - 
Evora -  - - - 2 (2) 25.0 (25.0) 
Faro - - - - 1 - 12.5 - 
Guarda - 4 - 57.1 1 - 14.3 - 
Leiria - - - - 1 - 16.6 - 
Lisboa (4) 15 (8.8) 33.3 2 (1) 4.4 (2.2) 
Portalegre - 1 - 25.0 - - - - 
Porto (2) 21 (6.0) 63.6 - - - - 
Santarem (2) 4 (13.3) 26.6 4 (3) 26.7 (20.0) 
Setijbal - 1 - 7.6 3 - 23.1 - 
Viana do Castelo - - - - 1 16.6 - 
Vila Real - - - - 2 (1) 25.0 (12.5) 
Viseu (2) 5 (14.2) 35.7 2 (1) 14.3 (7.1) 
Total (21) 84 28 (14) 
(a) Between brackets schools only with geography teachers with a degree in geography and 
with teacher training (qualification1). 
(b) Between brackets schools only with geography teachers with other qualifications 
(qualification 5). 
(c) Percentages in relation to the total number of sample schools of each district. 
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majority of schools had only geography teachers with a degree in geography -
Aveiro, Coimbra, Guarda and Porto; districts where the majority of schools had only 
geography teachers without a degree in geography - Beja; districts where at least 
25.0% of schools had only geography teachers with a degree in geography - Lisboa, 
Portalegre, Santarem and Viseu; districts where at least 25.0% of schools had only 
geography teachers without a degree in geography - Castelo Branco, Evora, 
Santarem and Vila Real; the district of Santarem had at least 25.0% of the schools 
in both situations. 
This problem will be analysed in greater depth through analysing the 
teachers' questionnaires. 
In the fifty-one schools with teachers undergoing teachertraining, only thirty-
seven had a teacher in charge of teacher training 'clelegadoi. In order to undertake 
an effective teachertraining each of these schools should have a teacher in charge 
of teacher training ('delegado'). They received only support from the 'orientador 
pedagogico' who visited the school regularly (see Chapter 5, p. 177). 
Geography rooms 
The questionnaire also asked forthe numberof specially equipped geography 
teaching rooms and if these rooms were exclusively used for geography teaching. 
The results are presented in  Table 6.5. 
The distribution of schools with specially equipped geography teaching 
room(s) by district is presented in Table 6.6. 
Table 6.6 shows evidence that districts such as: Coimbra, Evora, Faro, 
Leiria, Portalegre, Porto had 50.0% or more schools with a specially equipped 
geography teaching room. In contrast in all other districts less than 50.0% of the 
schools had a specially equipped geography teaching room. 
Only twenty-eight schools (11.9%) used the geography room(s) exclusively 
for geography teaching.Those that had an equipped room for geography teaching 
and did not use it exclusively for that purpose indicated the following percentages 
of use: 0-19% of the time - 10 schools (10.9%); 20-29% of the time - 15 schools 
(16.3%); 40-59% of the time -18 schools (19.6%); 60-79% of the time - 24 schools 
(26.1%); more than 80% of the time - 25 schools (27.2%). 
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Table 6.5 
Schools with specially equipped geography  
teaching room(s)  
Number of equipped 
geography teaching 
rooms 
F % 
3 1 0.4 
2 11 4.7 
1 85 36.0 
0 111 47.0 
Others (a) 10 4.2 
Not known 18 7.6 
Total 236 100.0 
(a) Schools that had a room used for geography teaching but was 
not specially equipped for this purpose. 
Department allowance 
The questionnaire also asked forthe departmental allowance of the previous 
year before the survey. The departmental allowances were the following: fifty-one 
schools (21.6%) indicated they did not receive any amount of money; thirty-eight 
schools (16.1%) between 1,500 and 5,000 escudos; thirty-three schools (14.0%) 
between 5,100 and 10,000 escudos; ten schools (4.2%) between 10,500 and 
15,000 escudos; seven schools (3.0%) between 16,000 and 20,000 escudos; nine 
schools (3.8%) between 21,413 and 85,000 escudos. Eighty-eight schools (37.3%) 
did not answer to this question. 
Note - one pound then corresponded approximately to 179 escudos. 
Microcomputer 
To the question: Is there or not a microcomputer in the school? Ten schools 
answered yes (4.2%); two hundred and seven answered no (87.7%); and nineteen 
did not answered (8.1%). 
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Table 6.6  
Schools with specially equipped geography 
teaching room(s) by district  
Districts 
Schools with 
specially equipped 
geography 
teaching room(s) 
% in relation 
to the total of 
sample schools 
of each district 
Aveiro 8 33.3 
Beja 3 42.9 
Braga 4 30.8 
Braganca 2 33.3 
Castelo Branco 3 42.9 
Coimbra 8 66.7 
Evora 4 50.0 
Faro 6 75.0 
Guarda 1 14.3 
Leiria 4 66.7 
Lisboa 18 40.0 
Portalegre 3 75.0 
Porto 20 60.6 
SantarOm 5 33.3 
Setubal 3 23.1 
Viana do Castelo 1 16.7 
Vila Real 2 25.0 
Viseu 2 14.3 
Total 97 
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Teachers from two hundred and twenty-seven schools answered the 
second part of the questionnaire addressed to all geography teachers. The number 
of teachers from the same school varied from one to eleven. 
The questionnaire showed evidence of the differences between schools: 
type, size, teachers' qualifications and equipment (geography room) and some 
differences from district to district. In fact the situation was different from district to 
district, and from school to school. The majority of these aspects will be analysed 
in greater depth in dealing with the teachers questionnaire. 
Obviously all these aspects have implications for geography teaching 
development: specially teachers' qualifications, the lack of specially equipped 
rooms for geography teaching, the insufficiency of departmental allowances. 
6.2.2.2 	 Second Part - The Teachers 
The questionnaires were sent out to all secondary state schools. Seven 
hundred and fifty-one geography teachers from two hundred and twenty-seven 
schools filled in the questionnaire. This corresponded to 50.1% of the population, 
from 71.8% of the total number of secondary schools. The distribution of the sample 
and of the population by district is presented in Table 6.7 (see Note 1). 
Table 6.7 shows that there is quite a good degree of similarity between the 
sample and the population, something which affords confidence in the sampling 
concerning the distribution of geography teachers by district, at least in its 
consistency. 
I - About the Teacher 
Age of the Sample  
The distribution of teachers by age is presented in Table 6.8. 
Table 6.8 shows that more than 50.0% of teachers were less than thirty-two 
years old. In the previous chapter it was pointed out that the quickly increasing 
number of secondary education students in the seventies and eighties led to the 
need to appoint young people, often without a degree in geography, to a teaching 
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Table 6.7 
Distribution of the sample and of the population  
(the total number of geography teachers from state  
secondary schools) by district  
Districts 
Sample Population 
F % F % 
Aveiro 61 8.1 88 5.9 
Beja 21 2.8 24 1.6 
Braga 50 6.7 81 5.4 
Braganca 17 2.3 29 1.9 
Castelo Branco 16 2.1 33 2.2 
Coimbra 45 6.0 74 4.9 
Evora 20 2.7 28 1.9 
Faro 36 4.8 57 3.8 
Guarda 19 2.5 25 1.7 
Leiria 17 2.3 50 3.3 
Lisboa 171 22.8 432 28.8 
Portalegre 9 1.2 18 1.2 
Porto 126 16.8 252 16.8 
Santarem 43 5.7 73 4.9 
Setilbal 42 5.6 136 9.1 
Viana do Castelo 17 2.3 24 1.6 
Vila Real 13 1.7 28 1.9 
Viseu 28 3.7 46 3.1 
Total 751 100.0 1 498 100.0 
Source of population data: Ministerio da Educagao e Ciencia, Direcgao-Geral do 
Ensino Secundario 
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Table 6.8  
Distribution of teachers by age 
Age F % Valid 0/0 
Cumulative 
0/0  
19 - 21 16 2.1 2.2 2.2 
22 - 31 393 52.3 54.1 56.3 
32 - 41 223 29.7 30.7 86.9 
42 - 51 58 7.7 8.0 94.9 
52 - 68 37 4.9 5.1 	 . 100.0 
Not known 24 3.2 missing 
Total 751 100.0 100.0 
post. It was also pointed out that since the middle of the seventies there was a 
growing number of students enroling for geography courses in University, 
consequently there was also a growing number of graduates in geography who 
started teaching in secondary schools without teacher training. Nevertheless, the 
number of graduates in geography was not enough to occupy all the secondary 
education vacancies. 
A cross-tabulation was done between the variables district and teachers' 
age. The results are presented in Table 6.9. 
Table 6.9 shows evidence that in the districts of Beja, Braga, Braganga, 
Evora, Faro, Lisboa, Santardm, Setubal, Viana do Castelo, Vila Real and Viseu 
more than 50.0% of the teachers were thirty-one years old or less; on the contrary 
in the districts of Aveiro, Castelo Branco, Coimbra, Guarda, Portalegre and Porto 
more than 50.0% of the teachers were thirty-two years old or more; in the district 
of Leiria 50.0% were thirty-one years old or less and 50.0% were thirty-two years 
old or more. 
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Table 6.9  
Distribution of teachers' age by district 
Age 
Districts < 22 22 - 31 32 - 41 42 - 51 52 - 68 Total 
% % % % % % 
Aveiro 1.7 47.5 40.7 6.8 3.4 100.0 
Beja - 66.7 19.0 4.8 9.5 100.0 
Braga 6.1 57.1 24.5 8.2 4.1 100.0 
Braganca - 76.5 17.6 5.9 - 100.0 
Caste lo 
Branco 13.3 33.3 13.3 26.7 13.3 100.0 
Coimbra - 35.7 45.2 9.5 9.5 100.0 
Evora 5.3 68.4 15.8 10.5 - 100.0 
Faro - 60.0 25.7 11.4 2.9 100.0 
Guarda 5.6 33.3 50.0 - 11.1 100.0 
Leiria - 50.0 37.4 6.3 6.3 100.0 
Lisboa 0.6 52.1 30.3 10.9 6.1 100.0 
Portaleg re - 44.4 55.6 - - 100.0 
Porto - 48.4 36.1 7.4 8.2 100.0 
Santarem 4.8 61.9 28.6 4.8 - 100.0 
Setubal 10.0 65.0 17.5 7.5 - 100.0 
Viana do 
Castelo - 88.2 11.8 - - 100.0 
Vila Real 7.7 76.9 15.4 - - 100.0 
Viseu - 57.1 35.7 3.6 3.6 100.0 
Note - The percen ages were calculated in relation to the total number of responses. 
The age of 24 teachers was not known. 
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Sex of the Sample  
The distribution of teachers 
by sex is presented in Table 6.10. 
In all districts the percentage 
of women were superior to men, 
with the exception of the districts of 
Beja and Castelo Branco (where 
the percentages of men were 
respectively 52.4%and 56.3%). In 
the district of Viana do Castelo all 
the respondents were women. 
Table 6.10  
Distribution of teachers by sex  
Sex F 
M 177 23.6 
F 567 75.5 
Not known 7 0.9 
Total 751 100.0 
Qualifications 
The distribution of teachers by academic qualifications is presented in Table  
6.11. 
Table 6.11  
Distribution of teachers by academic qualifications  
Academic qualifications F 
'Licenciatura' in geography 519 69.1 
'Bacharelato' in geography 39 5.2 
No degrees in geography 187 24.9 
Not known 6 0.8 
Total 751 100.0 
'Licenciatura' - a five year course and since 1978 a four year course. 
'Bacharelato' - a three year course. 
About one quarter of the teachers had no degree in geography. To be able 
to follow a teacher training course it is compulsory to have a degree in geography 
('licenciatura' or 'bacharelato'). 
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A cross-tabulation was done between the variables teachers' academic 
qualifications and age. The results are presented in Table 6.12. 
Table 6.12  
Cross-tabulation  
Teachers' academic qualifications by age 
Academic 
qualifications 
Age 
19 - 21 22 - 31 32 - 41 42 - 51 52 - 68 Not known 
F %F %F %F %F % F 
'Licenciatura' 
in geography 0 0.0 241 62.1 191 85.6 47 81.0 21 56.8 19 
'Bacharelato' 
in geography 0 0.0 13 3.4 22 9.9 3 5.2 1 2.7 - 
No degrees 
in geography 15 100 134 34.5 10 4.5 8 13.8 15 40.5 5 
Not known - - - - - - - - - - 6 
Total 15 100 388 100 223 100 58 100 37 100 30 
Table 6.12 shows evidence that more than one third of teachers below thirty-
two years old had no degree in geography. There is also a large percentage of 
teachers between fifty-two and sixty-eight years old without a degree in geography. 
Some of these teachers had a degree in Biological Sciences. In the previous 
chapter it was indicated that until the Preparatory Cycle was created in 1967/68, the 
teaching of geography was linked to that of Natural Sciences in the two first years 
of secondary education. Teachers with a degree in Biological Sciences went on 
teaching geography even after the separation of the two subjects prescribed in 
1967/68. 
One hundred and eighty-seven teachers had no degree in geography, but 
among these, sixty-five (34.8%) had a degree in other courses: forty in Economics, 
Social Sciences or Humanities; twenty-three in Biological Sciences courses; two in 
other courses. 
Ninety-four teachers were still studying: forty-six - geography or geography 
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,and regional planning; forty-five - economics, social sciences, law, administration 
or humanities; three - other courses. 
The questionnaire asked forthose without a degree in geography to indicate 
if they already had any certificate in geography at higher education level. Sixty-two 
(33.2%) had already one to eighteen geography certificates at higher education 
level: twenty-six - between one and five; twelve - between six and ten; twenty-one 
- between eleven and fifteen; three - between sixteen and eighteen. One hundred 
and twenty-five teachers (16.6% of the sample) had not studied geography at 
higher education level. 
The questionnaire also asked for teachers without a degree in geography or 
any other higher education degree to indicate their academic qualifications; thirty-
one had a further education course; sixteen had the 12th year (or the equivalent) 
and twenty-four the 11th year (orthe equivalent). (Those with the 12th or 11th years 
corresponded to 5.3% of the sample). 
The questionnaire also asked for the Pedagogical Sciences course which 
was compulsory to do the teacher training until the seventies. One hundred and 
fifty-nine teachers (21.2% of the sample) responded they had done it. 
The questionnaire also asked for the training qualifications of teachers: 
three hundred and sixty-five teachers (48.6%) responded they had done teacher 
training; three hundred and forty-one (45.4%) responded they had not done teacher 
training. At the time teacher training lasted two school years; thirty-six teachers 
(4.8°/0) were in the first or second yearof theirteachertraining. Nine teachers (1.2%) 
did not answer this question. 
In Table 6.13 a comparison is shown between the professional (academic 
and training) qualifications of the sample and those of the population of geography 
teachers as a whole. 
A cross-tabulation was done between the variables district and teachers' 
academic qualifications. The results are shown in Table 6.14. 
Table 6.14 shows that the districts of Aveiro, Braga, Braganga, Castelo 
Branco, Coimbra, Faro, Guarda, Leiria, Lisboa, Portalegre, Porto, Santarem and 
Viseu had more than 50.0% of teachers with an academic degree in geography; in 
contrast the districts of Beja, Evora, Setubal, Viana do Castelo and Vila Real had 
less than 50.0% of graduate teachers in geography. 
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Table 6.13  
Distribution of the sample and of the population  
by professional qualifications  
(Teachers)  
Teachers' professional 
qualifications 
Sample Population 
F Valid 
cY0 F 0/0 
Teachers with a degree in 
geography and with teacher 
training 	 (a) 
365 49.2 608 40.6 
Teachers with a degree in 
geography but without teacher 
training 	 (b) 
229 30.9 513 34.2 
Teachers without a degree in 
geography and without teacher 
training 	 (c) 
148 19.9 377 25.2 
Not known 9 missing - - 
Total 751 100.0 1 498 100.0 
(a) 'Professores Profissionalizados'. 
(b) 'Professores Eventuais corn Habilitagao Propria'. 
(c) 'Professores Eventuais sem Habilitagao Pr6pria'. 
Source of population data: Ministerio da Educagao e Ciencia, Direcgao-Geral do Ensino 
Secundario (see Note 2) 
A chi-squared testing of independence between the same variables was 
also done. The test was significant at 99% level. This shows that the association 
between districts and the qualifications of teachers could not have occurred by 
chance. 
A cross-tabulation was done between the variables district and training 
qualifications. The results are presented in Table 6.15. 
Table 6.15 shows evidence that in the districts of Aveiro, Braga, Coimbra, 
Faro, Guarda, Leiria, Lisboa, Portalegre, Porto and Viseu more than 50.0% of the 
sample had completed their teacher training; however in the districts of Beja, 
Braganga, Castelo Branco, Evora, Santarem, Setibal, Viana do Castelo and Vila 
Real less than 50.0% of teachers had completed their teacher training. With the 
exception of Castelo Branco and Santarem this percentage was even inferior to 
25.0%. 
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Table 6.14  
Distribution of teachers' academic qualifications by district 
Districts 
Academic qualifications 
Teachers with 
a degree 
In geography 
Teachers without 
a degree 
in geography 
Total 
F % F % F % 
Aveiro 55 90.2 6 9.8 61 100.0 
Beja 7 33.3 14 66.7 21 100.0 
Braga 	 (a) 43 87.8 6 12.2 49 100.0 
Braganca 9 52.9 8 47.1 17 100.0 
Castelo Branco 12 75.0 4 25.0 16 100.0 
Coimbra 41 91.1 4 8.9 45 100.0 
Evora 6 30.0 14 70.0 20 100.0 
Faro 	 (a) 23 65.7 12 34.3 35 100.0 
Guarda 	 (a) 15 83.3 3 16.7 18 100.0 
Leiria 15 88.2 2 11.8 17 100.0 
Lisboa 	 (a) 134 78.8 36 21.2 170 100.0 
Portalegre 
	 (a) 7 87.5 1 12.5 8 100.0 
Porto 110 87.3 16 12.7 126 100.0 
Santarem 29 67.4 14 32.6 43 100.0 
Sett%al 
	 (a) 17 41.5 24 58.5 41 100.0 
Viana do Castelo 7 41.2 10 58.8 17 100.0 
Vila Real 6 46.2 7 53.8 13 100.0 
Viseu 22 78.6 6 21.4 28 100.0 
Total 558 - 187 - 745 
(a) The percentages were calculated in relation to the total number of responses. The 
academic qualifications of one teacher from the districts of Braga, Faro, Guarda, Lisboa, 
Portalegre and Setubal were not known. 
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Table 6.15  
Distribution of teacher training qualifications by district 
Districts 
Teachers with 
teacher training 
Teachers 
undergoing 
teacher training 
Teachers without 
teacher training Total  
F % F % F % F 
Aveiro 38 62.3 1 1.6 22 36.1 61 100.0 
Beja 3 14.3 - - 18 85.7 21 100.0 
Braga 29 58.0 3 6.0 18 36.0 50 100.0 
Braganca 3 17.6 1 5.9 13 76.5 17 100.0 
Castelo 
Branco 7 43.8 1 6.3 
8 50.0 16 100.0 
Coimbra 33 73.3 6 13.3 6 13.3 45 100.0 
Evora 	 (a) 4 21.1 - - 15 78.9 19 100.0 
Faro 	 (a) 19 55.9 1 2.9 14 41.2 34 100.0 
Guarda 	 (a) 10 55.6 - - 8 44.4 18 100.0 
Leiria 	 (a) 9 56.3 - - 7 43.8 16 100.0 
Lisboa 	 (a) 86 50.6 6 3.5 78 45.9 170 100.0 
Portalegre 5 55.6 2 22.2 2 22.2 9 100.0 
Porto 	 (a) 73 58.9 9 7.3 42 33.9 124 100.0 
Santarem 19 44.2 5 11.6 19 44.2 43 100.0 
Setubal 	 (a) 8 19.5 1 2.4 32 78.0 41 100.0 
Viana do 
Castelo 3 17.6 - - 14 82.4 17 100.0 
Vila Real 1 7.7 - - 12 92.3 13 100.0 
Viseu 15 53.6 - - 13 46.4 28 100.0 
Total 365 - 36 - 341 - 742 100.0 
(a) The percentages were calculated in relation to the total number of responses. The training 
qualifications of one teacher from the districts of Evora, Guarda, Leiria, Lisboa and Setilbal 
and of two teachers from the districts of Faro and Porto were not known. 
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Number of Years in Teaching  
The questionnaire also asked for the number of years in teaching and in 
geography teaching. The results concerning years in geography teaching are 
presented in Table 6.16. 
Table 6.16  
Years in geography teaching  
Years in teaching F % Valid Cumulative 
0 - 6 449 59.8 62.7 62.7 
7 - 10 126 16.8 17.6 80.3 
11 -16 93 12.4 13.0 93.3 
17 - 20 18 2.4 2.5 95.8 
21 - 40 30 4.0 4.2 100.0 
Not known 35 4.7 missing 
Total 751 100.0 
Mean = 9.8 
	
Mode = 6.0 
	
Median = 6.0 
About 59.8% of teachers have six or less years in geography teaching and 
about 76.6% ten or less years in geography teaching. The average of years in 
geography teaching was 9.8 but the mode and median were equal to 6.0. This table 
also shows evidence of the facts already mentioned on pages 177 and 222. 
In many cases teachers had in previous years taught subjects other than 
geography in secondary education or had taught at other education levels (such as 
in the Primary or in the 'Preparatory Cycle'). So the average total of years in 
teaching was 11. 
A cross-tabulation was done between the variables years and district in 
geography teaching. The results are presented in Table 6.17. 
Table 6.17 shows evidence that in the districts of Aveiro, Beja, Braga, 
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Table 6.17  
Distribution of years in geography teaching by district  
n °/01 
Districts 
Years in teaching 
0 - 6 7-10 11 -16 17 - 20 >20 Total 
Aveiro 50.9 26.3 19.3 1.8 1.8 100.0 
Beja 85.0 5.0 10.0 - - 100.0 
Braga 67.3 10.2 10.2 4.1 8.2 100.0 
Braganca 100.0 - - - - 100.0 
Castelo 
Branco 62.5 12.5 6.3 - 18.8 100.0 
Coimbra 46.5 14.0 30.2 2.3 7.0 100.0 
Evora 94.1 5.9 - - - 100.0 
Faro 61.1 19.4 11.1 - 8.3 100.0 
Guarda 44.4 38.9 5.6 5.6 5.6 100.0 
Leiria 50.0 .37.5 - 6.3 6.3 100.0 
Lisboa 56.8 21.0 12.3 4.9 4.9 100.0 
Portaleg re 37.5 25.0 25.0 12.5 - 100.0 
Porto 54.8 20.2 18.5 2.4 4.0 100.0 
Santarem 70.0 15.0 15.0 - - 100.0 
Setubal 85.4 7.3 7.3 - - 100.0 
Viana do 
Castelo 87.5 12.5 - - - 100.0 
Vila Real 91.7 8.3 - - - 100.0 
Viseu 76.0 12.0 8.0 - 4.0 100.0 
Note - The percentages were calculated in relation to the total number of responses. 
The years in teaching of 35 teachers were not known. 
232 
Braganga, Castelo Branco, Evora, Faro, Lisboa, Porto, Santarem, Setubal, Viana 
do Castelo, Vila Real and Viseu more than 50.0% of teachers had six or less years 
in geography teaching, and in districts of Beja, Braganca, Evora, Santarem, 
Setilbal, Viana do Castelo, Vila Real and Viseu that percentage was superior to 
70.0%; on the contrary, in the districts of Coimbra, Guarda and Portalegre more 
than 50.0 % of teachers had seven years or more in geography teaching; in the 
district of Leiria about 50.0% of teachers have six years or less in geography 
teaching and about 50.0% have seven years or more in geography teaching. 
One hundred and sixty-four respondents (21.8%) were heads of geography 
departments ('delegados de disciplina') and three hundred and thirteen respondents 
(41.7%) had been heads of departments in previous years. In Portugal, since the 
school year 1974/75, the heads of departments are chosen by the teachers of each 
department and are in charge during a variable number of years. 
Forty-seven teachers (6.3%) were in charge of teacher training (`delegados 
pedag6gicos') and fifty-five teachers (7.3%) had been previously in charge of 
teacher training. 
Only fifteen teachers (1.9%) had already participated in curriculum 
development, elaboration of new syllabuses, collaboration in in-service training 
courses or in evaluation processes. Ten teachers had written textbooks or 
produced other teaching materials. 
One hundred and twenty-five teachers (16.6%) had already attended in-
service courses (the number varied from 1 to 11 courses). The in-service courses, 
that last one or more days, were concerned with: different aspects of geography; 
presentation of new syllabuses; teaching or evaluation methods; introduction of 
new technologies; educational aspects and so on. Teachers also quoted study 
visits to observe different areas of Portugal. These courses were mainly organized 
by the ME (DGES), which often asked the collaboration of Universities, but some 
were also organized by teachers in charge of supervising teachertraining, or by the 
schools where teachertraining was taking place (often due the initiative of teachers 
undergoing teacher training). Trade unions also took the initiative of organizing in-
service courses. 
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Teaching periods per week 
75.6% of the sample had only day classes; 18.2% day and evening classes 
and 5.7% only evening classes. 
The number of periods of teaching per week (day classes) varied from two 
to thirty. The number of periods of teaching varies according to the teacher's 
qualifications and years in teaching (22, 20 and 18). Heads of departments, 
teachers in charge of teachertraining, teachers in charge of one class or belonging 
to the school's Directive Council (Conselho Directivo), teachers undergoing teacher 
training, teachers with evening classes and in other cases, have a reduction in time 
spent in teaching. Some teachers taught a small number of teaching periods of 
geography because they were mostly teaching other subjects. 
Each teaching period lasts 50 minutes. The number of periods per week 
ascribed for geography teaching varies according to the year (7th and 9th years -
2 p./week; 8th year - 3 p./week; 10th year - 'area of study' A - 3 p./week; 10th year 
- 'area of study' C - 2 p./week; 11th year - 'area of study' C - 3 p./week; 10th or 11th 
years - 'area of study' D - 3 p./week; 12th year - 4 p./week). 
Teachers who teach years with a time ascribed of 2 p./week can teach nine, 
ten or more classes and have more than three hundred pupils. Teachers usually 
teach one, two orthree different years and among the sample there was even seven 
teachers with four different levels. Besides geography fifty-six teachers were 
teaching another subject, one teacher, two other subjects and one teacher, three 
other subjects, such as: thirty-one - sciences of the environment (in the evening 
classes); twenty - anthropology; three - cartography. The other subjects were: 
history, mathematics, commerce, public administration, law and public relations. 
The questionnaire also asked for the years and 'areas of study' teachers 
were teaching geography. Table 6.18 shows the number of teachers teaching the 
different years and 'areas of study'. 
These findings have important implications for geography teaching 
development: specially the big percentages of teachers without adequate academic 
and training qualifications and the lack of teaching experience of many teachers 
were serious obstacles. 
However, the arrival of young graduates in geography into the profession 
who already have contact with the new developments in geographical science and 
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Table 6.18  
Number of teachers teaching the different years  
and 'areas of study' (areas de estudo)  
Years 'Area of study' Number of teachers 
7th 404 
8th 460 
9th 378 
11th A 69 
10th 
C 
7 
11th 5 
10th or 11th D 82 
12th 109 
Note - The great majority of teachers teach more than one year. 
the fact that more than 50.0% of the teachers are less than thirty-two years old are 
favourable factors to curriculum development and to the adoption of innovations in 
geography teaching. These aspects will be developed later. 
The results of the survey showed clearly the inequalities in provision for 
geography teaching from district to district. Some of the differences between 
districts are presented in  Table 6.19. 
Table 6.19 shows evidence of the inequalities from district to district, 
specially the opposition between the districts of Aveiro, Braga, Coimbra, Faro, 
Guarda, Leiria, Lisboa, Portalegre, Porto and Viseu where more than 50.0% of 
teachers have the necessary adequate academic and training qualifications and 
the other districts specially Beja, Evora, Setubal, Viana do Castelo and Vila Real 
where teachers have few qualifications. 
In Chapter 2 evidence was shown of the opposition between western 
regions of Portugal, 'coastal regions' and eastern regions 'the interior'. 
Until the present moment all the universities preparing students forgeography 
teaching are located in the Coastal area: Lisbon, Coimbra, Porto. Young bachelor's 
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Table 6.19  
Districts' Inequalities  
(Schools and Teachers)  
Districts 
Districts with 
more than 50% of 
schools with one 
or more specially 
equipped 
geography 
teaching room 
Districts with 
more than 
50% of 
teachers with 
an academic 
degree in 
geography 
Districts 
with more 
than 50% of 
teachers 
with 
teacher 
training 
Districts with 
50% or more 
of teachers 
with seven or 
more years in 
geography 
teaching 
Districts 
with 50% or 
more of 
teachers 
aged thirty 
two or more 
years old 
Aveiro - yes yes - yes 
Beja - - - - - 
Braga - yes yes - - 
Braganca - yes - - - 
Castelo
Branco - yes - - yes 
Coimbra yes yes yes yes yes 
Evora yes - - - - 
Faro yes yes yes - - 
Guarda - yes yes yes yes 
Leiria yes yes yes yes yes 
Lisboa - yes yes - - 
Portalegre yes yes yes yes yes 
Porto yes yes yes - yes 
Santarem - yes - - - 
Setital - - - - - 
Viana do 
Castelo 
- - 
_ 
_ _ 
Vila Real - - - - - 
Viseu - yes yes - - 
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who lived in big cities fora certain number of years are not attracted to going or even 
going back to the interior, where cultural and recreational resources are few, where 
the probabilities of finding a job outside the teaching profession are weak and where 
social control is stronger. 
Schools of the interior are obliged to appoint teachers without adequate 
academic and training qualifications who have not the dynamism and knowledge 
to introduce innovations in geography teaching (namely of organizing a specially 
equipped geography room). 
Portalegre appears as a favoured district in relation to other districts of the 
interior regions (in fact was the district of the interior with the greatest percentage 
of the population employed in the tertiary sector of the economy); on the contrary 
Setubal and Viana do Castelo appeared as unfavoured ones in the coastal area of 
Portugal. The first with a large percentage of rural population, the second with a 
large percentage of workforce in industry which was facing serious problems of 
decline seemed unattractive for young bachelors. 
II - Teaching Strategies. Evaluation. Methods and Resources 
The questionnaire asked forthe teaching strategies and evaluation methods 
teachers used in geography classes. A structure format was used in which the 
respondent was asked to indicate her/his frequency of use of a range of teaching 
strategies and evaluation methods (in the Unified General Course - 7th, 8th and 9th 
years and in the 10th, 11th and 12th years). The list of teaching strategies and 
evaluation methods was carefully considered but was not exhaustive, so provision 
was made to permit teachers to specify and rate any other aspect which did not 
appear on the list but were relevant to them. 
The scale used in this item was: 
1 - once or more times per week 
2 - once per fortnight 
3 - once per month 
4 - once per term 
5 - once per year 
6 - never 
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Teachers were asked to rate the relative use of each of .the strategies and 
methods according to the scale. 
Note: The letters between 0 correspond to the order of strategies and 
methods presented in the questionnaire. (See questionnaire schedule in Appendix 
D2, p. 467-478). 
In the Unified General Course (7th, 8th and 9th years) the frequency of use 
of the different teaching strategies was the following one: 
Teaching strategies predominantly used one or more times per week 
(in descending order of use): 
(d) 	 The teacher talks with pupils (the teacher talks, pupils respond), and pupils 
make notes, do diagrams, draw maps. 
(c) 	 The teacher talks with pupils (the teacher talks, pupils respond) and pupils 
make notes. 
(b) 	 The teacher talks, pupils make notes, do diagrams, draw maps. 
(a) 	 The teacher talks, pupils make notes. 
Teaching strategies predominantly used monthly orfortnightly (in descending 
order of use): 
(h) 	 The teacher proposes an individual practical work to be done in the 
classroom (for instance: map reading, graph construction), followed by a 
whole class discussion of the results. 
(I) 	 The teacher makes use of slides, pupils make notes, followed by a whole 
class discussion. 
Teaching strategies predominantly used quarterly (in descending order 
of use): 
(g) 
	
The teacher proposes work to be done by small groups of pupils in the 
classroom. Group oral reports are followed by a whole class discussion. 
(i) 
	
The teacher proposes practical work to be done by small groups of pupils in 
the classroom, followed by a whole class discussion. 
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(f) 
	
The teacher proposes individual work to be done in the classroom. The 
presentation of oral reports is followed by a whole class discussion. 
Teaching strategies predominantly used yearly or never: 
(k) 	 A small group of pupils prepares a topic outside the classroom. Its presentation 
is followed by a whole class discussion. 
(j) 	 One pupil prepares a topic outside the classroom. Its presentation is 
followed by a whole class discussion. 
(n) The teacher sets students an open ended enquiry (i.e. students make 
decisions, teacher advises, end result not known). Whole class discussion 
of the results. 
(m) 	 The teacher involves pupils in a geographical classroom game orsimulation. 
Teaching strategy predominantly never used. 
(e) 	 The teacher dictates notes. 
The most frequent teaching strategies used in geography classes are 
consequently teacher talks but asks the oral participation of the pupils and asks 
them to do some practical work (map reading, draw of diagrams, construction of 
graphs...). Other teaching strategies often used are namely individual work and 
group work. 
The teaching strategies used by teachers in the 10th, 11th and 12th years 
in descending order of use did not differ appreciably from those used in the Unified 
General Course. Fewer teachers answered the question concerning the 10th, 11th 
and 12th years because many teachers only taught the Unified General Course. 
The evaluation methods used by teachers in the Unified General Course did 
not differappreciably from those used in the Complementary Course and 12th year. 
In descending order of use were: 
(o) The teacher sets a written test without the help of books and/or notes, at a 
date which had previously been fixed. 
(s) 	 The teacher sets a practical assignment (for instance: map reading, graph 
interpretation and so on). 
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(q) The teacher sets a written test, without the help of books and/or notes, 
whose date was not previously fixed. 
The other methods are never or only occasionally used by the majority of 
teachers: 
(p) 
	 The teacher sets a written test with the help of books and/or notes, whose 
date had previously been fixed. 
(r) The teacher sets a written test with the help of books and/or notes, whose 
date was not previously fixed. 
Some teachers also suggested the use of oral tests. 
Otherteachers specified the use of pre-tests, formative and sum mative tests 
and assessment done by pupils (their own and of their colleagues). Other teachers 
indicated the use of checking forms or lists. 
Two chi-squared tests of independence between two paired variables were 
done: academic qualifications by use of teaching strategies and evaluation methods; 
and training qualifications by use of teaching strategies and evaluation methods 
(see Appendix D3, Tables D3.1 and D3.2, p. 491-496). 
Significant features of these tests seem to indicate that teachers with a 
degree in geography and with teacher training or who were undergoing the teacher 
training used more frequently than teachers without a degree in geography and 
without teacher training, teaching strategies that demand a more active learning, 
thus students' participation. Teachers without a degree in geography and without 
teacher training used more frequently than teachers with a degree in geography 
and with teacher training or who were undergoing teacher training, teaching 
strategies based on the transmission of knowledge by the teacher. 
Teaching Resources  
The questionnaire also asked for the resources teachers used for teaching. 
A structured format was used in which the teacher was asked to indicate her/his 
frequency of use of a range of teaching resources (in the Unified General Course 
and in the Complementary Course and 12th year). The list of resources was 
extensive but a possibility was given to teachers to specify and rate other resources. 
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The scale was the same as that used for the teaching and assessment methods but 
provision was also made to permit teachers to indicate that one specific resource 
was not available in their schools. 
The resources were grouped in four categories: audio-visual equipment, 
maps. globes and photos meteorological equipment  and other equipment. 
Teachers were asked to rate the relative use of each of the resources 
according to the scale. 
The resources most frequently used in the Unified General Course were the 
following ones: 
Audio-visual equipment 
The most used was the overhead projectorthat was used once or more times 
per week or once per fortnight by 42.2% of the teachers. 
The second most used audio-visual equipment was the slide projector. 
Other audio-visual equipment was only occasionally used by the majority of 
teachers or was not available in schools, such as film-projector, TV and Video. 
Maps. globes and photos 
Plans, ordnance survey maps, small scale maps, transparencies, photocopies 
of maps, atlases, the globe, were frequently used in classes. 
Other maps were rarely used or were not available in a large percentage of 
schools. 
Some teachers indicated they used the photos of textbooks and of other 
books, as well as their own photos for teaching purposes. 
Meteorological equipment 
This was obviously mainly used when a class was studying climatology. 
Nevertheless large percentages of teachers indicate that this equipment 
was not available in their schools. 
Synoptic maps were frequently used in schools, where they were available. 
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Other equipment 
The compass, as well as samples of rocks were frequently used when the 
topics under study demanded them. 
The resources used in the 10th, 11th and 12th years did not differ significantly 
from those used in the Unified General Course but obviously varied according to 
the topic being studied: physical geography (11th year 'area of study' A) or human 
and economic geography ('areas of study' C and D and 12th year). 
Nevertheless plans, ordnance survey maps, atlases, globes, compasses, 
samples of rocks and minerals were less frequently used than in the Unified 
General Course. In contrast, statistical data tables were used more frequently than 
in the Unified General Course. 
In the 10th, 11th and 12th years teachers used the overhead projector, 
transparencies and photocopies of maps, small scale maps, statistical data, 
calculators and slide projectors and in the case of physical geography according to 
the topics other equipment. The most frequently used are again the synoptic maps. 
The equipment available varies very much from school to school and the use 
of teaching resources from teacher to teacher. 
Two chi-squared tests of independence between two paired variables were 
done: academic qualifications by, use of teaching resources and training qualifications  
bx use of teaching resources (see Appendix D3, Tables D3.3 and D3.4, p. 496-501). 
Significant features of these tests seem to indicate that teachers with a 
degree in geography and with teacher training or who were undergoing the teacher 
training used a diversity of teaching resources more frequently than teachers 
without a degree in geography and without teacher training. 
These findings also have implications for geography teaching development 
and suggest that teachers with adequate academic and training qualifications do 
more imaginative teaching, asking students' participation and using when they are 
available, a variety of teaching resources. 
The lack of teaching resources is a serious obstacle for the development of 
geography teaching. 
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Fieldwork. Study Visits and Excursions 
The first question concerned the teachers' opinion about the need to 
undertake fieldwork in geography teaching. Seven hundred and four teachers 
(93.7%) stated yes; thirty-two (4.3%) stated no; fifteen (2.0%) did not answer. 
The questionnaire asked to justify their answers. Some teachers gave more 
than one answer. The responses are presented in Table 6.20. 
Among the thirty-two teachers who stated that to undertake fieldwork is not 
indispensable, twenty-one stated that fieldwork is useful, important or very important 
but not indispensable. Nevertheless according to three teachers, pupils think that 
study visits are only enjoyment and not a way of learning; and another three stated 
that indirect observation can replace direct observation. 
The questionnaire also asked forthe difficulties teachers have in undertaking 
fieldwork. Some teachers gave more than one answer. Table 6.21 presents the 
difficulties stated by teachers. The implications of these results for curriculum 
development are notorious and suggest that alterations should also be introduced 
at institutional level. 
The questionnaire also asked for outdoor activities organized during the 
questionnaire year in each form. The number of teachers who stated they 
organized one or more activities in each year were the following ones: 
7th year - 92 (22.8%) 
8th year - 144 (31.1%) . 
9th year - 103 (27.2%) 
11th year - 'area of study' A - 32 (46.4%) 
10th year - 'area of study' C - 3 (42.9%) 
11th year - 'area of study' C - 4 (80.0%) 
10th or 11th years - 'area of study' D - (28.0%) 
12th year - 24 (22.0%) 
The percentages were calculated in relation to the total number of teachers 
who were teaching each year. 
The list of outdoor activities undertaken in each form is presented in 
Appendix D3, p. 501-503. 
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Table 6.20  
Reasons why there is a need to undertake fieldwork in geography 
(Teachers)  
Reasons F 
% 
of 
respon- 
ses 
% 
of 
cases 
Direct observation is indispensable 313 33.5 46.6 
Gives students the possibility of contacting reality 170 18.2 25.1 
Facilitates learning (the understanding of phenomena) 100 10.7 14.9 
Motivates pupils for learning geography 88 9.4 13.0 
Links theory with practice 79 8.5 11.7 
Gives the possibility of knowing the local area, the 
environment better 50 5.4 7.5 
Gives the possibility to add knowledge to that acquired 
in classroom 45 4.8 6.7 
Develops the capacity of observation 36 3.9 5.4 
Develops enquiring habits and techniques 12 1.3 1.7 
Develops different capacities 9 1.0 1.2 
Some syllabuses objectives are only attained through 
field work. 8 0.9 1.2 
Others - Develops geographical thinking (4) 
- Sensibilizes pupils to different problems (2) 
- Makes a contribution to integrating pupils in 
the environment (4), to respect Nature (1) 
- Facilitates relations teacher/pupils (3) 
- Shows evidence of the practical value of 
geographical knowledge (2) 
- Contributes to pupils learning orientation and 
scales (2), to enlarging the geographical 
vocabulary (1), knowing the country (1) 
- Gives the possibility of contacting people of 
different professions (2) 
- Permits active teaching with large 
pupils' participation (1) 
23 2.5 3.3 
Total of responses 933 
(a) 
100.0 138.3 
(a) 
(Respondents 671) 
(a) Some teachers gave more than one response. 
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Table 6.21  
Difficulties in undertaking fieldwork, study visits or excursions 
(Teachers)  
Difficulties F of 
respon- 
ses 
of 
cases 
No finance 526 34.9 77.0 
Large number of pupils in each class 166 11.0 24.3 
No time 141 9.3 20.6 
Lack of time ascribed for these activities 128 8.5 18.7 
Small number of hours per week ascribed for 
geography teaching in each year 82 5.4 12.0 
Too much content to cover 77 5.1 11.3 
Each teacher has too many classes 75 5.0 11.0 
Pupils' timetables overloaded 46 3.0 6.7 
No school transport 36 2.4 5.3 
No official support 35 2.3 5.1 
Lack of resources 27 1.8 4.0 
Lack of planning and co-ordination inter-disciplinary 16 1.1 2.3 
Problems of organization and planning 15 0.9 2.2 
Classes of 50 minutes 14 0.9 2.0 
Pupils' behaviour 13 0.9 1.9 
Lack of teacher preparation 11 0.7 1.6 
Lack of pupil interest 10 0.7 1.5 
No motivation of pupils and teachers 10 0.7 1.5 
Bureaucracy 10 0.7 1.5 
Lack of interesting aspects in the countryside 9 0.6 1.3 
Others - School raises obstacles (6) 
- Parents raise obstacles (1) 
- No parent collaboration (4) 
- Enterprises raise obstacles (4) 
- Ignorance of the environment (4) 
- No initiative (4) 
62 4.1 9.1 
Total of responses 1 509 
(a) 
100.0 220.9 
(a) 
(Respondents 683) 
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The duration of these activities varied from one hour or a small number of 
hoursto half a day, one day or even two orthree days. Some of these activities were 
part of a project work and pupils had been involved in collecting data for one ortwo 
weeks, and up to a whole term or even for a longer period of time. 
Syllabuses  
Finally the questionnaire asked for the teachers' opinions about syllabuses. 
They were open questions about the national syllabuses concerning all secondary 
education years (from the 7th year until the 12th year). The coding of the answers 
was difficult and time consuming. Some respondents gave more than one answer 
and others responded to only some aspects of the questions. In relation to all 
questions the total number of respondents is indicated. 
Unified General Course (7th, 8th and 9th years)  
The questionnaire asked for teachers to indicate specific contributions of 
geography to pupils' education which could justify its inclusion in the Unified 
General Course curriculum. Five hundred and eighteen teachers (69.0%) responded 
to the question. The results are presented in  Table 6.22. 
The questionnaire also asked forteachers' opinion about the content of each 
syllabus, their sequence and to suggest any modifications that could contribute to 
ameliorate them. The results are presented in Tables 6.23. 6.24 and 6. 5. 
Syllabuses: 7th year-concept of geography, observation and representation 
of the local environment, systematic physical geography; 
8th year - geography of Portugal; 
9th year - human geography - world population, agriculture, 
industry and urban geography (study by continents). 
The questionnaire also asked for the teachers' main problems improving 
geography teaching in the Unified General Course. Five hundred teachers (66.6%) 
answered this question. The results are shown in Table 6.26. 
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Table 6.22  
Contribution of geography to pupils' education  
(Teachers)  
Geography contributes to the: F 
To 
of 
respon- 
ses 
% 
of 
cases 
Understanding of the world of today and its problems 220 19.2 42.5 
Understanding of the environment 113 9.9 21.8 
Development of the capacity of observation 110 9.6 21.2 
Development of other mental capacities than that of observation 
(some teachers gave examples) 94 8.2 18.1 
Awareness and understanding of spatial organization 74 6.5 14.3 
'General culture' 66 5.8 12.7 
Knowledge about the Earth 61 5.3 11.8 
Pupil integration in the environment 54 4.7 10.4 
Knowledge of Portugal and understanding of its problems 46 4.0 8.9 
Understanding of other subjects 38 3.3 7.3 
Localization of phenomena (and orientation) 31 2.7 6.0 
Understanding of the region where the pupil lives 30 2.6 5.8 
Pupil localization in the space where he lives 24 2.1 4.6 
Understanding of landscape 23 2.0 4.4 
Graphicacy 20 1.7 3.9 
Capacity of acting in the environment where he lives 19 1.7 3.7 
Understanding of day by day life facts 15 1.3 2.9 
Understanding of the relationships of Man with Nature 
(environment, space) 13 1.1 2.5 
International understanding 11 1.0 2.1 
Acquisition of other knowledge 9 0.8 1.7 
Resolution of problems 6 0.5 1.2 
Acquisition of knowledge useful for day to day life 6 0.5 1.2 
Development of oral and writing skills 5 0.4 1.0 
Others - Prevision of phenomena 
- Acquisition of geographical voccabulary 
- Statistical knowledge 
- Nature respect 
- Knowledge useful for higher education 
courses 
- Knowledge useful for professional life 
- Media understanding 
15 1.3 2.9 
Others (several) 43 3.8 8.3 
Total of responses 1 146 
(a) 
100.0 221.2 
(a) 
(Respondents 518) 	 (a) Some teachers gave more than one response. 
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Table 6.23  
Teachers' opinions about the 7th. 8th and 9th years syllabuses 
Opinions F 
Agreed with the content and the sequence 213 
Did not agree with the content but agreed with the sequence 52 
Agreed with the content but did not agree with the sequence 40 
Did not agree both with content and sequence 80 
Total 385 
(Respondents 385) 
Table 6.24  
Teachers' main criticisms about the 7th. 8th and 9th years syllabuses 
Criticisms F 
Too much content 288 
Too abstract for pupils' age 174 
Abstract, not connected with pupils' realities 14 
Too descriptive, not applyied to pupils' realities 2 
Monotonous 11 
Unconnected with other subjects 22 
No connection between syllabuses 17 
No connection between the topics 15 
No connection between the content and the objectives 10 
Syllabuses out of date 3 
Small importance given to the study of the local area or the region 15 
Others 23 
Total 594 
(a) 
(Respondents 584) 
(a) Some teachers gave more than one response. 
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Table 6.25  
Teachers' main suggestions for improving the 7th. 8th 
and 9th years syllabuses  
Main suggestions F 
Simplify the study of some topics 17 
Include the study of regional geography 45 
Give more importance to the localization of facts and phenomena 36 
Link physical geography with human geography 13 
Include the study of basic notions of cosmography 35 
Include the study of time 15 
Include the study of political geography 10 
Need for a better connection between the Unified General Course 
syllabuses and those of the Preparatory Cycle and of the 
Complementary Course 
24 
Others 21 
Total 216 
(a) 
(Respondents 201) 
(a) Some teachers gave more than one response. 
Complementary Course and 12th year 
The questionnaire included the same questions for all years. Only teachers 
who were teaching or had taught a certain syllabus were asked to respond to 
questions concerning this specific syllabus. Some made more than one statement. 
The questions were: 
- Give your opinion about the adequacy of the syllabus to students' needs 
and interests. 
- Indicate the main problems in relation to the syllabus and make suggestions 
to ameliorate it. 
- Indicate other problems and indicate innovations in order to improve 
geography teaching in this year and/or 'area of study'. 
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Table 6.26  
Teachers' opinions about the main problems for improving  
geography teaching in the 7th. 8th and 9th years  
Main problems F 
Insufficiency of teaching hours per week 399 
Insufficiency of teaching resources 160 
Insufficiency of pupils' prior preparation 60 
Too many pupils per class 52 
Lack of a specially equipped room 51 
Difficulties in doing direct observation 31 
Insufficiency of time to undertake fieldwork 5 
Insufficiency of time for practical classes 22 
Pupils dislike the subject 13 
Lack of interdisciplinarity 13 
Pupils' different abilities and prior geographical knowledge 10 
Insufficiency of departmental allowances 10 
Insufficiency of support at regional level 8 
Others 31 
Total 865 
(a) 
(Respondents 500) 
(a) Some teachers gave more than one response. 
Tables 6.27. 6.28 and 6.29 presents teachers' opinions about the 'area of  
study' A 11th year. 
Syllabus: physical geography. 
Tables 6.30. 6.31 and 6.32 presents teachers' opinions about the 'area of  
study' C - 10th and 11th years. 
Syllabuses: human geography. 
Tables 6.33. 6.34 and 6.35 presents teachers' opinions about the 'area of 
study' D - 10th or 11th years. 
Syllabus: human geography and economic geography. 
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Table 6.27  
Teachers' opinions about the adaptation of the 'area of study'  
A-11th year syllabus to students' needs and interests  
Adaptation F 
Well adapted 49 
Not well adapted 25 
Some students dislike geography because they could not choose 
another option or because they made a wrong choice 6 
Only adapted to students who will study geography at University 2 
Total 82 
(Respondents 82) 
Table 6.28  
Teachers' opinions about the 'area of study' A-11th year 
syllabus problems  
Problems F 
Too much content 48 
Complexity of some topics (need to simplify them) 25 
Need to include basic notions of cosmography 10 
The content is partially a repetition of the 7th year content 5 
Need to include human geography, of linking physical and 
human geography 8 
Others 13 
Total 109 
(a) 
(Respondents 81) 
(a) Some teachers gave more than one response. 
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Table 6.29  
Teachers' opinions about other problems in improving geography 
teaching in the 'area of study' A-11th year  
Other problems F 
Differences between students in relation to prior geographical 
knowledge 42 
Insufficiency of teaching hours per week 35 
Insufficiency of teaching resources 27 
Difficulties of doing direct observation 4 
Insufficiency of time to undertake fieldwork 4 
Insufficiency of time for practical classes 3 
Lack of good bibliography adequate for students 6 
Insufficiency of departmental allowances 3 
Others 11 
Total 135 
(a) 
(Respondents 80) 
(a) Some teachers gave more than one response. 
Table 6.30  
Teachers' opinions about the adaptation of the 'area  
of study' C-10th and 11th years syllabuses  
to students' needs and interests  
Adaptation F 
Well adapted 5 
Not well adapted 3 
Theory adapted, practice not adapted 1 
Total 9 
(Respondents 9) 
Table 6.31  
Teachers's opinions about the 'area of study' C-10th  
and 11th years syllabuses problems  
Problems F 
Too much content 3 
Lack of connection with other syllabuses 1 
Total 4 
(Respondents 4) 
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Table 6.32  
Teachers' opinions about other problems in improving geography  
teaching in the 'area of study' C-10th and 11th years  
Other problems F 
Lack of a good textbook 2 
Lack of bibliography adequate for students 2 
Insufficiency of support at regional level 2 
Insufficiency of teaching resources 1 
Need for classes of 2 hours 1 
Difficulty in connecting teaching with students' reality 1 
Total 9 
(a) 
(Respondents 6) 
(a) Some teachers gave more than one response. 
Table 6.33  
Teachers' opinions about the adaptation of the 'area of study' D-10th  
or 11th years syllabus to students' needs and interests  
Adaptation F 
Not well adapted 53 
Well adapted 40 
Some students dislike geography because they could not choose 
another option 1 
Only adapted to students who will study geography at University 1 
Total 95 
(Respondents 95) 
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Table 6.34  
Teachers' opinions about the 'area of study' D-10th or 11th years  
syllabus problems  
Problems F 
A large part of the content is similar to the 9th year syllabus content 86 
Too much content 37 
A need to include economic geography 10 
A need to modify whole the syllabus 9 
A need to simplify some topics 8 
A need to include physical geography 7 
Others 19 
Total 
• 
176 
(a) 
(Respondents 110) 
(a) Some teachers gave more than one response. 
Table 6.35  
Teachers' opinions about other problems in improving geography  
teaching in the 'area of study' D-10th or 11th years  
Other problems F 
Insufficiency of teaching hours per week  17 
Differences between students in relation to prior geographical 
knowledge 17 
Lack of good bibliography adequate for students 13 
Insufficiency of teaching resources 10 
Insufficiency of time to undertake fieldwork 6 
Difficulties doing direct observation 4 
Insufficiency of time for practical classes 4 
Lack of a specially equipped geography room 4 
Insufficiency of departmental allowance 4 
Others 6 
Total 85 
(Respondents 85) 
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Tables 6.36. 6.37 and 6.38 presents teachers' opinions about the 12th year 
- 1st, 2nd and 3rd Courses. 
Syllabus: 	 history of geography; techniques of geographical analysis; 
human and economic geography (spatial organization of rural, 
industrial and urban spaces). 
Table 6.36 
Teachers' opinions about the adaptation of the 12th year syllabus to  
students' needs and interests  
Adaptation F 
Well adapted 37 
Not well adapted 51 
Some students dislike geography because they could not choose 
another option or because they made a wrong choice 5 
Only adapted to students who will study geography at University 1 
Total 94 
(Respondents 94) 
Table 6.37  
Teachers' opinions about the 12th year syllabus problems 
Problems F 
Too much content 78 
Need to simplify some topics 56 
Part of the syllabus is similar to the 'area of study' D and to the 9th year 
syllabuses 
17  
The syllabus should be different for each course (1st, 2nd and 3rd) 10 
Lack of connection between objectives and content 8 
Need to link teaching with students' reality 8 
Need to include physical geography 8 
Others 19 
Total 204 
(a) 
(Respondents 113) 
(a) Some teachers gave more than one response. 
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Table 6.38  
Teachers' opinions about other problems in improving 
geography teaching in the 12th year 
Other problems F 
Differences between students in relation to prior geographical 
knowledge 63 
Insufficiency of teaching hours per week 27 
Lack of good bibliography adequate for students 31 
Insufficiency of teaching resources 20 
Need of in-service teacher training 19 
Insufficiency of time for practical classes 11 
Insufficiency of support at regional level 10 
Insufficiency of time to undertake fieldwork 7 
Others 25 
Total 213 
(a) 
(Respondents 109) 
(a) Some teachers gave more than one response. 
All these findings have very important implications forcurriculum development. 
1. For geography teachers the main contributions of geography to pupils' 
education were: world knowledge, environmental awareness, the 
development of mental capacities and specially the capacity of observation, 
a knowledge of Portugal and of the region where pupils live, and the 
localization of phenomena. 
2. The main criticisms of the present Unified General Course syllabuses 
concerned syllabus overload (too much content to cover). Many teachers 
specified that this concerned especially the 7th year but also the 9th year (in 
these forms the time ascribed for geography is two teaching periods/week). 
It is also often mentioned that geography syllabuses are too abstract for 
pupils' age and teachers specified that this concerned specially the 7th year 
(the 7th year syllabus prescribed after the study of concept of geography, of 
observation and representation of the local environment, systematic physical 
geography). Other problems concerned specially the insufficiency of teaching 
time, mentioned above and of teaching resources. 
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3. 	 The main criticisms of the Complementary Course and 12th year syllabuses 
concerned again syllabus overload (too much content to cover) and in 
relation to area D the fact that a large part of the content was similar to the 
9th year syllabus (in the area D - 10th or 11th years again prescribed the 
study of rural, industrial and urban spatial organization. This study is again 
prescribed forthe 12th year). Other problems concerned essentially: students' 
differences in relation to prior geographical knowledge; insufficiency of 
teaching time perweek; insufficiency of resources; difficulties for undertaking 
fieldwork; lack of bibliography adequate for students; insufficiency of support 
at regional level and of in-service training; among others. 
6.2.2 	 9th Year Pupils' Questionnaires  
The Data Analysis  
The Secondary Schools  
The questionnaires were sent to state secondary schools. The questionnaires 
were sent to schools that varied in location and in type. 
Location - the questionnaires were sent to schools located in all Portuguese 
districts (in Continental Portugal) and within the same district, they were sent to 
schools located in the capital of the district and in othertowns or `vitas' (small towns). 
Type of school - the questionnaires were sent to schools with Unified 
General Course (7th, 8th and 9th years of schooling) or with Unified General Course 
and Complementary Course (10th, 11th and 12th years of schooling). Schools prior 
to the unification of secondary education, were either `liceus' or 'technical schools' 
or new schools. 
Two thousand, two hundred and seventy-four pupils from fifty-five schools 
filled in the questionnaire. The distribution of the sample and of the population (the 
total of 9th year pupils at state secondary schools, day classes, by district) is 
presented in Table 6.39. 
Table 6,39 shows that there is quite a good degree of similarity between the 
sample and the population, something which affords confidence in the sampling 
concerning the distribution of pupils by district at least in its consistency. 
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Table 6.39  
Distribution of the sample and of the population by district 
(the total of 9th year pupils at state secondary schools.  
day classes, in 1983-1984)  
Districts 
Sample Population 
F % ok 
Aveiro 124 5.5 6.0 
Beja 19 0.8 1.5 
Braga 104 4.6 4.7 
Braganca 76 .3.3 2.1 
Castelo Branco 71 3.1 2.3 
Coimbra 137 6.0 4.5 
Evora 100 4.4 1.9 
Faro 99 4.4 4.0 
Guarda 103 4.5 1.8 
Leiria 72 3.2 3.4 
Lisboa 558 24.5 28.7 
Portalegre 92 4.0 1.1 
Porto 228 10.0 15.3 
Santarem 140 6.2 4.7 
Setubal 166 7.3 9.6 
Viana do Castelo 71 3.1 2.1 
Vila Real 75 3.3 2.8 
Viseu 39 1.7 3.5 
Total 2274 100.0 100.0 
Source of population data: Ministerio da Educagao e Ciencia, Direcgao-Geral do Ensino 
Secundario 
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Age of the Sample 
The youngest pupils in the sample were 13 years old, whilst the oldest were 
22 years old. The modal age of the pupils was 15 years. About 31.5% of the pupils 
fell into this class. Pupils who did not fail any school year would be 14 or 15 years 
old when they reached the 9th year. They represent about 47.6% of the sample (it 
included the 13 year old pupils). The distribution of pupils by age is shown in Table  
6.40. 
Table 6.40  
Distribution of 9th year pupils by age 
Age F % Valid ok 
Cumulative 
% 
13 3 0.1 0.1 0.1 
14 363 16.0 16.5 16.6 
15 716 31.5 32.5 49.1 
16 479 21.1 21.7 70.8 
17 396 17.4 18.0 88.8 
18 174 7.7 7.9 96.7 
19 48 2.1 2.2 98.9 
20 22 1.0 1.0 99.9 
21 2 0.1 0.1 100.0 
22 1 0.0 0.0 100.0 
Not known 70 3.1 missing 
Total 2 274 100.0 100.0 
Sex of the Sample 
The distribution of pupils by sex is shown in Table 6.41. 
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Table 6.41  
Distribution of 9th year pupils by sex 
Sex F % Valid % 
Cumulative 
% 
M 951 41.8 42.5 42.5 
F 1 289 56.7 57.5 100.0 
Not known 34 1.5 missing 
Total 2 274 100.0 100.0 
Specialist Area of the Sample  
The questionnaire asked for pupils 'specialist area' ('area vocacional'). 
The type of specialist area pupils were following in the 9th year was not a 
constraint to further options in the Complementary Course. Only some areas are 
available in each school and in many cases pupils choose the easiest one (or which 
is deemed to be the easiest). The difference between 'specialist areas' is only of one 
discipline. The distribution of pupils by 'specialist area' is shown in Table 6.42. 
Academic Background (Unified General Course)  
The questionnaire also asked for pupils marks in the last term of the 7th and 
8th years in Portuguese, Geography and Mathematics. These marks are shown in 
Table 6.43. 
Geography 
The following items in the questionnaire attempted to determine if geography 
was or was not a popular subject among 9th year pupils and the most significant 
reasons that accounted for it. 
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Table 6.42  
Distribution of 9th year pupils by 'specialist area'  
'Specialist area F % Valid 13/0 
Cumulative 
% 
Agriculture 68 3.0 3.0 3.0 
Health 900 39.6 39.6 42.6 
Sports 145 6.4  6.4 49.0 
Mechanics 20 0.9 0.9 49.9 
Electronics 138 6.1 6.1 56.0 
Chemistry 41 1.8 1.8 57.8 
Administration 
and Commerce 335 14.7 14.8 72.5 
Economics 428 18.8 18.8 91.4 
Art and Design 75 3.3 3.3 94.7 
Drama 51 2.2 2.2 96.9 
Music 70 3.1 3.1 100.0 
Not known 3 0.1 missing 
Total 2 274 100.0 100.0 
The questionnaire asked pupils to indicate their preference order for the 9th 
year subjects (1 for the subject which they liked best, 11 for the subject they liked 
least. The range of values went from 1 up to 11). The results are shown in Table 6.44. 
Geography, physics and chemistry were the subjects ranked in the first 
place by a smaller percentage of pupils 3.2%. Nevertheless geography was also 
the discipline that a smaller percentage of pupils ranked in the three last places, 9th, 
10th and 11th, respectively 4.5%, 3.0% and 1.3%. 
Geography was ranked in the first five places by 59.7% of pupils, and in the 
first six places by 76.2%. Consequently only 23.8% ranked geography in the last 
five places. 
The modal preference order was 4 (about 17.5% of the pupils placed 
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Table 6.43  
Percentage of 9th year pupils obtaining marks 1-5 by year and  
subject (Portuguese. Geography and Mathematics). 
Marks 
7th year 8th year 
Port. Geog. Math. Port. Geog. Math. 
% 
1 0.1 0.1 1.8 0.2 0.0 3.4 
2 3.7 4.8 20.1 7.0 5.4 21.7 
3 67.6 65.7 50.5 72.4 69.6 52.3 
4 22.0 22.1 19.5 16.3 19.5 17.3 
5 4.7 5.3 6.6 2.9 4.1 4.1 
Not known 1.8 1.9 1.5 1.1 1.3 1.2 
Total 100.0 100.0 100.0 100.0 100.0 100.0 
Note - In the 7th, 8th and 9th years the marking system is 1-5. A mark of 1 or 2 corresponds 
to a fail; 3, 4 or 5 to a pass (3 - average, 4 - good, 5 - very good). The third term mark 
is the final one. 
geography in the 4th place). The other more frequent values were 6, 5 and 3. Thus 
geography seems to be a subject that the majority of pupils liked (but not very 
much). 
The questionnaire asked for the most significant reasons why pupils placed 
geography in the first six places or in the last five places. A structured format was 
used, in which the respondent was asked to select three of eight possible replies. 
The range of possible responses was carefully considered in the planning of the 
questions and other items were provided to permit respondents to indicate other 
significant factors. 
The eight possible reasons for placing geography among the first six 
subjects were the following ones: 
Note -The letters (a) to (h) correspond to the order of strategies and methods 
presented in the questionnaire. 
(a) 	 Geography gives me the knowledge to orientate myself with the compass, 
to locate my school, the place where I live, Portugal, and so on, through the 
use of plans and maps. 
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(b) Geography gives me the possibility of acquiring some knowledge about 
physical aspects of the Globe (relief, climate, vegetation...). 
(c) Geography gives me the possibility of acquiring some knowledge about 
human aspects of the Globe (population, economic activities,...). 
(d) Geography helps me to understand the main economic and social problems 
of the World of today and possible solutions to these problems. 
(e) Geography gives me knowledge that will be useful for my future life. 
(f) In geography classes the teacher organizes many activities: group work, 
individual work, map reading, graph work and so on. 
(9) 	 In geography classes the teacher uses audio-visual media: slide projector, 
film projector, overhead projector, and so on. 
(h) 	 Geography is an easy subject. 
The eight possible reasons for placing geography among the last five 
subjects were the following ones: 
(a) I do not like to study the physical aspects of the Globe (relief, climate, 
vegetation,...). 
(b) I do not like to study human geography (population, economic activities, 
urban aspects,...). 
(c) Geography does not help me to understand social and economic problems 
of the world of today and the possible solutions to these problems. 
(d) Geography does not give me the kind of knowledge that will be useful for my 
future life. 
(e) Geography classes are monotonous because the teacher does not organize 
many activities such as: group work, individual work, map reading, graph 
work and so on. 
(f) Geography classes are not very interesting because the teacher does not 
use audio-visual media: slide projector, film projector, overhead projector, 
and so on. 
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(g) Geography is a difficult subject. 
(h) Geography is entirely learning content by heart. 
The frequencies and percentages of the reasons indicated by pupils who 
placed geography among the first six subjects are presented in Table 6.45. 
Table 6.45  
Responses given by 9th year pupils who placed  
cLe_garaphy among the first six subjects  
Reasons F % of responses 
(a) - Geography gives me the knowledge to orientate 
myself with the compass, to locate my school, the 
place where I live, Portugal, and so on, through 
the use of plans and maps 
178 3.4 
(b) - Geography gives me the possibility of acquiring 
some knowledge about physical aspects of 
the Globe (relief, climate, vegetation, ...) 
1123 21.7 
(c) - Geography gives me the possibility of acquiring 
some knowledge about human aspects of the 
Globe (population, economic activities, ...) 
1205 23.3 
(d) - Geography helps me to understand the main 
economic and social problems of the world of 
today and possible solutions to these 
problems 
1142 22.1 
(e) - Geography gives me knowledge that will be useful 
for my future life 873 16.9 
(f) - In geography classes the teacher organizes many 
activities: group work, individual work, map 
reading, graph work, and so on 
132 2.6 
(g) - In geography classes the teacher uses 
audio-visual media: slide projector, film projector, 
overhead projector, and so on 
120 2.3 
(h) - Geography is an easy subject 402 7.8 
Total 5 175 100.0 
(Respondents 1725) (i) 	 549 missing (ii) 
(i) - Each pupil was asked to indicate three reasons. Five pupils who placed geography among 
the first six subjects did not indicate three reasons and their answers are not included in the 
table. 
(ii) - Pupils who placed geography among the last five subjects are included in Table 6.46. 
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According to the responses given by pupils the most important reasons for 
placing geography in the first six places are: the acquisition of knowledge about 
human (c), physical (b), economic and social aspects of the Globe (d), knowledge 
that is useful for their future lives (e); geography is an easy subject (h) is also 
indicated in 7.8% of responses; however, there is a small percentage of pupils who 
indicated the reasons concerning the acquisition of skills ex: map reading (a) and 
the utilization of active methods of teaching (f) or audio-visual media (g). 
The frequencies and the percentages of the reasons indicated by pupils who 
placed geography among the last five subjects are presented in Table 6.46. 
Table 6.46  
Responses given by 9th year pupils who placed  
geography among the last five subjects  
Reasons F % of responses 
(a) - I do not like to study physical aspects of the 
Globe (relief, climate, vegetation, ...) 212 14.2 
(b) - I do not like to study human geography 
(population, economic activities, urban 
aspects, ...) 
199 13.4 
(c) - Geography does not help me to understand 
social and economic problems of the world of 
today and possible solutions to these problems 
119 8.0 
(d) - Geography does not give me the kind of 
knowledge that will be useful for my future life 136 9.1 
(e) - Geography classes are monotonous because 
the teacher does not organize many activities 
such as group work, individual work, map 
reading, graph work, and so on 
181 12.1 
(f) - Geography classes are not very interesting 
because the teacher does not use audio-visual 
media: slide projector, film projector, overhead 
projector, and so on 
194 13.0 
(g) - Geography is a difficult subject 190 12.8 
(h) - Geography is entirely learning content by heart 260 17.4 
Total 1 491 100.0 
(Respondents 497) (i) 	 1730 missing (ii) 
(i) 
- Each pupil was asked to indicate three reasons. Forty seven pupils who placed geography 
among the last five subjects did not indicate three reasons and their answers are not 
included in the table. 
(ii) 
- Pupils who placed geography among the first six subjects are included in Table 6.45 
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According to the responses given by pupils, the most important reasons for 
placing geography among the last five subjects in order of preference are: 
geography is entirely learning content by heart (h); a dislike for physical geography 
(a) and human geography (b); active methods of teaching are not used in 
geography classes (e) and lack of use of audio-visual media (f), and that geography 
is a difficult subject (g); on the contrary, the reasons: geography does not help me 
to understand social and economic problems of the world of today and possible 
solutions to these problems (c) and geography does not give knowledge useful for 
future life (d) are indicated by a smaller percentage of pupils. 
The responses seem to point to: 
- geography teaching being based on the acquisition of knowledge and 
not on the development of skills 
- teacher-centred teaching (active methods of teaching seem to be 
seldom employed and the utilization of audio-visual media seems 
infrequent) 
- on the other hand problems of the world of today seem to be usually 
studied in geography classes 
- pupils think that geographical knowledge is useful for their future lives. 
Aspects of Geography 
Pupils were asked to indicate their enjoyment of the different aspects of 
geography that they were studying (see Chapter 5, p. 171 and Appendix C). 
A three point scale was used to measure pupils' attitudes towards the 
different aspects of geography. 
Key to scale: 1 = likes it; 	 2 = is indifferent; 	 3 = does not like it. 
The results are presented in Table 6.47. 
Table 6.47 shows that the majority of students seem to be enjoying the study 
of different aspects of geography - physical, human/economic and regional (trade 
and transport are aspects that are not studied in depth); but it seems that the 
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majority were indifferent or disliked the study of the region where the school was 
located as well as map reading and work with graphs. 
Some reasons might account for these answers: 
- they are studying an area that has already been addressed in Primary 
and Preparatory schools that is, the study of the region where the school 
is located 
- it was expected that the study of this topic in Secondary school would 
be addressed in a more interesting and deeper way than seems to have 
been the case 
- teachers might not have used the right approaches to the topic, such 
as fieldwork, research methods 
- Tables 6.45 and 6.46 suggests that the majority of pupils do not often 
do certain kinds of work such as map work and work with graphs. 
Comments and Suggestions  
The questionnaire also asked pupils to comment on and give suggestions 
about geography teaching (It was an open question, the purpose of which was to 
enable respondents to vent their feelings freely). 
Comments 
Only 38.6% of the sample commented on geography teaching. The results 
are presented in Table 6.48. 
There were a large variety of responses and it was difficult to code them. This 
explains that 37.5% of the responses were included in the category 'others'. Pupils 
commented on syllabus content; on methods and resources used in geography 
classrooms; on evaluation processes; on teachers; and why they enjoyed or not, 
geography classes. The other responses were included in seven categories: the 
most common comment was that 'geography classes are pleasant, not monotonous, 
interesting'; the second most common was the contrary: 'geography classes are 
monotonous, uninteresting'. Nevertheless, there was a large difference in the 
percentage of cases, which was respectively 31.9% and 13.0%; the third most 
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Table 6.48  
9th year pupils' comments on geography 
Comments F % of responses 
% of 
cases 
Geography is not monotonous, it is 
interesting 280 23.7 31.9 
Geography is monotonous, 
uninteresting 114 9.7 13.0 
Geography is important to understand 
the world and its problems 95 8.1 10.8 
Geography is an easy subject 79 6.7 9.0 
Geographical knowledge is useful in 
day to day life 72 6.1 8.2 
Geography makes an important 
contribution for pupils' cultural 
development 
69 5.9 7.9 
Geography is a difficult subject 28 2.4 3.2 
Others 442 37.5 50.4 
Total 1 179 100.0 134.4 
(a) 
(Respondents 877) 
(a) - Some pupils gave more than one response. 
common comment (10.8% of the cases) was 'geography is important to understand 
the world and its problems'; the other comments (in descending order of frequency) 
were 'geography is an easy subject'; 'geographical knowledge is useful in day to 
day life'; 'geography makes an important contribution (or is indispensable) for 
pupils' (or the population) cultural development (or for their 'general culture')'; 
'geography is a difficult subject'. 
Suggestions  
The percentages of the suggestions given by pupils about geography 
teaching are presented in Table 6.49. Only 40.5% of the pupils gave one or more 
suggestions. 
270 
Table 6.49  
9th year pupils' suggestions for improving geography teaching  
Suggestions F % of responses 
% of 
cases 
Study visits or excursions 365 26.4 39.7 
Use of audio-visual media 220 15.9 23.9 
Group work 157 11.4 17.1 
Reduce content (to know by heart) 95 6.9 10.3 
Outdoor classes 70 5.1 7.6 
Map work 60 4.3 6.5 
More hours/week ascribed for 
geography teaching 44 3.2 4.8 
More pupil participation in geography 
classes 30 2.2 3.3 
Study Portugal in more depth 23 1.7 2.5 
Use of more teaching resources 20 1.4 2.2 
Study some topics in more depth 18 1.3 2.0 
Individual work 14 1.0 1.5 
Others 265 19.2 28.8 
Total 1 381 100.0 150.2 
(a) 
(Respondents 919) 
(a) - Some pupils gave more than one response. 
The most common suggestion (39.7% of the cases) was to advocate study 
visits or excursions; the second (23.9% of the cases) was to encourage the use of 
audio-visual media (slide projector, overhead projector, film projector, video), the 
third (17.1% of the cases) to propose group work; the fourth (10.3% of the cases) 
was to reduce content (to know by heart); the fifth (7.6% of the cases) was to 
suggest outdoor classes. Other suggestions (in descending order of frequency) 
were to propose: map work; more hours per week ascribed for geography teaching; 
bigger pupils' participation in geography classes; to study Portugal in more depth; 
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to use more teaching resources; to study some topics in more depth; individual 
work. 
These suggestions given by pupils seem to confirm that in geography 
teaching certain procedures are not generalized such as direct observation of 
phenomena; use of audio-visual media; teaching methods based on pupils' activity 
and on the contrary, classroom activities were still dominated by teacher-centred 
events. 
In the category 'others' (28.8% of the cases) suggestions concerning the 
subject, syllabus content or aspects of the content, methods and resources used 
in geography classrooms, evaluation and teachers are included. 
Definition of Geography 
Finally the questionnaire asked pupils to give a definition of geography. 
88.3% of the sample gave a definition of geography. The coding of the responses 
was difficult. 
In Table 6.50 the frequencies and the percentages of the definitions are 
presented. 
Code: 
1. Geography studies landscapes (orthe physical and human aspects 
of landscapes or physical and human landscapes). 
2. Geography studies physical and human aspects of the Globe (or of 
the Earth, of the World). 
3. Pupils indicated some physical and human aspects of the Globe 
that geography studies. 
4. Geography studies the environment. 
5. Geography studies different aspects of the Globe (or of the Earth, 
of the World). 
6. Geography studies the World (or the Globe, the Earth) and its 
problems. 
7. Geography studies the relationships between Man and the 
environment (or landscape, Nature, the World). 
9. Geography studies the physical and human environment. 
10. Geography studies physical and human aspects. 
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Table 6.50  
Definitions of geography 
(9th year pupils). 
Definitions F % 
Valid Cumulative 
1 - Geography studies landscapes (or the 
physical and human aspects of landscapes 
or physical and human landscapes) 
273 12.0 13.6 13.6 
2 - Geography studies physical and human 
aspects of the Globe (or of the Earth, of the 
World) 
294 12.9 14.6 28.2 
3 - Pupils indicated some physical and human 
aspects of the Globe that geography studies 157 6.9 7.8 36.0 
4 - Geography studies the environment 51 2.2 2.5 38.6 
5 - Geography studies different aspects of the 
Globe (or of the Earth, of the World) 248 10.9 12.3 50.9 
6 - Geography studies the World (or the Globe, 
the Earth) and its problems 
37 1.6 1.8 52.8 
7 - Geography studies the relationships between 
Man and his environment (or landscape, 
Nature, the World) 
20 0.9 1.0 53.8 
9 - Geography studies the physical and human 
environment 19 0.8 0.9 54.7 
10 - Geography studies physical and human 
aspects 112 4.9 5.6 60.3 
11 - Geography studies physical aspects 79 3.5 3.9 64.2 
12 - Geography studies human aspects 36 1.6 1.8 66.0 
13 - Geography studies the Globe (the Earth) 
and its inhabitants (its population) 32 1.4 1.6 67.6 
14 - Geography studies physical and human 
aspects of countries (of regions, of 
continents) 
77 3.4 3.8 71.4 
15 - Geography studies world problems 25 1.1 1.2 72.7 
16 - Geography studies human activity and the 
space where this activity takes place (or the 
Earth's space) 
15 0.7 0.7 73.4 
17 - Geography studies Nature (or the physical 
and human aspects of Nature, or Nature and 
its population) 
34 1.5 1.7 75.1 
19 - Others (correct ones) 222 9.8 11.1 86.2 
20 - Others (wrong ones) 278 12.2 13.8 100.0 
Not known 265 11.7 missing 
Total 2 274 100.0 100.0 
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11. Geography studies physical aspects. 
12. Geography studies human aspects. 
13. Geography studies the Globe (the Earth) and its inhabitants (its 
population). 
14. Geography studies physical and human aspects of countries (of 
regions, of continents). 
15. Geography studies world problems. 
16. Geography studies human activity and the space where this activity 
takes place (or the Earth's space). 
17. Geography studies Nature (or physical and human aspects of 
Nature, or Nature and its population). 
19. Others (correct ones). 
20. Others (wrong ones). 
The definitions 2, 3 , 5,13 and 14 did not differ significantly and corresponded 
to the same concept: - geography studies physical and human aspects of the 
Earth's surface. (Valid percentages: 2 -14.6%; 3 - 7.8%; 5 -12.3%; 13 - 1.6%; 14 
- 3.8%. Total = 40.1%). This definition is in accordance with the separation of 
physical from human geography which the syllabuses emphasize. 
In the definition 1 - geography is the science which studies landscapes (but 
again physical and human aspects of landscapes or even physical and human 
landscapes are often mentioned). 
Geography as the study of the environment appears in the definition 4, 7 and 
9 (but again in the definition 9 it is stated as physical and human environment). 
In the definitions 7 and 17 the word Nature (or the physical and human 
aspects of Nature or even Nature and its population) appears. 
In the definition 7 (1.0%) geography appears as a science the object of which 
is the study of the relationships of Man with the environment (or landscape, Nature, 
the World) (the Earth's physical part). 
In the definition 16 (0.7%) the word space appears. 
The definitions included in 10 (5.6%) in spite of being incomplete stressed 
the duality of physical and human aspects too. 
The definitions included in categories 11 and 12 are not correct and pupils 
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say that geography only studies physical or human aspects of the Earth's surface 
(3.9% + 1.8% = 5.7%). 
The definitions included in categories 6 and 15 stress the fact that geography 
studies world problems in spite of being incomplete (1.8% + 1.2% = 3.0%). 
Forthe majority of the sample the object of geography is the study of physical 
and human aspects of the Earth's surface. 
Geography as the study of the environment is only mentioned by a minority 
of the sample. 
In definition 16 the word space appears but it seems that this word is again 
mainly employed with the meaning of the physical part of the Earth. 
Geography as the study of the spatial organization of the Earth's surface 
does not appear in any definition. 
It is also important to point out that only a minority of the sample stressed the 
fact that geography studies the relationships between Man and the environment. 
Some examples of pupils' definitions are presented below: 
- `Geografia é a ciencia que estuda tanto as paisagens naturais como 
as humanizadas, em geral a Terra'. 
- `Geografia para mim é o estudo dos aspectos fisicos e humanos do 
Globo'. 
- `Geografia e o que estuda os aspectos fisicos e humanos da Natureza'. 
- ‘Geografia para mim é a ciencia que estuda a Natureza e a sua 
modificagao ou seja aspectos naturals e humanos'. 
- `Geografia é a ciencia que estuda os aspectos fisicos e humanos do 
ambiente'. 
- `Geografia é a ciencia que estuda o clima, o relevo, a vegetagao, a 
populagao, as actividades profissionais, e os problemas econcimicos e 
humanos da populagao'. 
- Disciplina que estuda a Terra e os seus problemas'. 
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- 'A Geografia a uma disciplina que relaciona a vida das populagoes 
_ corn o meio que as rodeia'. 
-'Geografia é o estudo da actividade humana e o espago onde ela se 
desenvolve corn todos os seus intervenientes, causas e consequencias'. 
- `Geografia permite-nos viajar nas aulas através de outros paises, ou 
através do nosso, tomando ao mesmo tempo conta dos problemas e 
suas diversas solugoes'. 
Or even: 
- `Geografia é uma disciplina como outra qualquer'. 
- `E uma aula que depende essencialmente dos professores'. 
Further Analysis of Questionnaire Data 
In line with the original aims set out in the introduction of this chapter, it was 
seen to be appropriate to undertake a report of results gained from selected cross-
tabulations. 
The aims of the tests were to detect statistically significant differences of 
attitudes and opinions according to the variables: schools' district location and 
pupils' age, sex, 'specialist area' and academic background. 
a) 	 The results concerning chi-squared tests of independence between the 
variables schools' district location, sex and marks obtained in geography in  
the last term of the 7th and 8th years 
	 preference for geography are 
summarized in Table D3.5 (see Appendix D3, p. 504). 
The most significant features of these tests were: 
- There are high statistical probabilities of dependence between the 
variables schools' district location and sex and preference order for 
geography or placing geography among the first six places or among  
the last five ones; and between the marks obtained in geography in the  
last term of the 7th and 8th years and placing geography among the first 
six subjects or among the last five ones. 
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Tests indicated statistically significant differences in the attitudes of pupils 
to geography (order of preference) according to the: 
- Schools' district location - 
More pupils than expected from the districts of Beja, Braga, Braganga, 
Evora, Guarda, Santarem, Viana do Castelo, Vila Real and Viseu 
ranked geography in the first six places; less pupils than expected from 
the districts of Castelo Branco, Coimbra, Faro, Lisboa, Portalegre, 
Porto and SetObal ranked geography in the first six places; the number 
of pupils from the district of Leiria who ranked geography in the first six 
places is equal to the expected one. 
These differences seem difficult to explain. Why pupils from districts 
with better teaching conditions and with teachers better qualified (for 
instance, Coimbra, Porto,...) show less preference for geography than 
those from districts where teaching conditions and teachers' qualifications 
are worse (for instance, from districts of the 'interior') (see Table 6.19, 
p. 235). 
- Marks - 
. 	 Pupils obtained in the last term of the 7th and 8th years - obviously pupils 
who obtained better marks showed a greater preference for geography; 
- Gender - 
More boys than expected placed geography among the first six places; 
on the contrary more girls than expected placed geography among the 
last five places. 
b) 	 Cross-tabulations between the variables schools' district location, age, sex, 
'specialist areas', marks obtained by pupils in geography in the last term of 
the 7th and 8th years by reasons why pupils placed geography in the first six 
places were also undertaken. 
- These cross-tabulations showed that the importance given by pupils 
to the different reasons is not dependent upon the schools' district 
location, pupils' age, 'specialist areas' or marks they obtained in 
geography in the last term of the 7th or 8th years. 
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- Nevertheless there were some differences according the pupils' sex. 
The most frequently given reason by boys was that 'Geography gives 
the possibility of acquiring some knowledge about physical aspects of 
the Globe' (b). This reason was the third more often indicated by girls. 
Instead, the most frequently given reason by girls was that 'Geography 
gives the possibility of acquiring some knowledge about human aspects 
of the Globe' (c). 
The cross-tabulation of pupils' sex by the reasons why pupils placed 
geography in the last five places, also showed some differences 
between boys and girls. The second most frequently given reason from 
girls was 'I do not like to study physical aspects of the Globe' (this is the 
sixth most frequently given reason by boys). Instead the second most 
frequently given reason from boys was 'Geography classes are 
monotonous because the teacher does not organize many activities 
such as group work, individual work and so on' (this reason was the sixth 
more often indicated by girls). Nevertheless, the reason most indicated 
by both, boys and girls, was 'Geography is entirely learning content by 
heart'. 
c) 	 Chi-squared tests of independence between othercross-tabulated variables 
schools' district location, age, sex, specialist areas and marks obtained in  
geography in the last term of the 7th and 8th years tyaspects of geography  
(like, be indifferent or dislike to study them) were also done. 
The results are summarized in Tables D3.6 a. b. c. d. e and f (see Appendix 
D3, p. 505-510). 
Significant features of these tests were: 
There are statistical probabilities of a relationship between all the 
variables indicated above and the attitudes of pupils (like, be indifferent 
or dislike) to various aspects of geography. 
- Among the significant features those concerning differences according 
to schools' district location and pupils' age, are difficult to explain (see 
Appendix D3, p. 511 and 512). 
- Others concerning pupils' specialist areas', are obvious, such as, like 
to study aspects of geography directly connected with their specialist 
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areas (for instance, agriculture and economic development, which 
respectively more pupils than expected from the 'specialist area' of 
agriculture, in the first case, and from the 'specialist areas' of economics 
and of administration and commerce, in the second case, like to study), 
others are difficult to explain. 
- In relation to the marks that pupils obtained in geography in the last 
term of the 7th and 8th years, the tests showed the geographical aspects 
in relation to which there were statistically, significant differences 
between pupils who obtained very good or good marks (4 or 5) and those 
who obtained average and below average marks (3, 2 and 1). These 
geographical aspects were: the study of relief, map and graph work in 
relation to the marks obtained in the 7th year; and the study of relief, 
climate, vegetation, industry, economic development, geography of 
Portugal and map work in relation to the marks obtained in the 8th year. 
More pupils than expected who obtained marks of 4 or 5 liked to study 
the above aspects. 
- The tests also showed statistically significant differences according 
to the pupils' sex: more boys than expected liked to study the following 
geographical aspects: relief, industry, great regions and continents, 
other countries than Portugal and to do map and graph work; more girls 
than expected liked to study population and the region where the school 
was located. 
Conclusions 
The 9th year pupils' questionnaire showed evidence that among the majority 
of the sample pupils, geography was a relatively popular subject. They enjoy 
geography specially because: they acquire in geography classes, knowledge about 
human and physical aspects of the Globe; geography helps them to understand the 
main economic and social problems of the world of today; and geographical 
knowledge is useful for their future lives. 
The main reason indicated by those who placed their preference for 
geography among the last five subjects is that geography is a subject based on the 
acquisition of factual knowledge to learn by heart. 
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The responses given by both groups (those who placed geography among 
the first six subjects by preference or among the last five subjects) showed evidence 
that the use of active methods of teaching and the use of audio-visual media are 
not generalized in geography classes. 
These findings are corroborated by the suggestions made by pupils to 
improve geography teaching in answering an open question placed at the end of 
the questionnaire. 
A further analysis of the questionnaire seems to indicate that there are 
significant differences among the sample of pupils; specially according the schools' 
district location, age, sex, 'specialist area' and marks obtained in geography in the 
last term in the 7th and 8th years. 
Differences between districts seem to indicate the need to devise syllabuses 
which permit easy adaptation of teaching to regional and local characteristics; 
differences according to age seem to indicate that syllabuses cannot be the same 
for day and evening classes (which has not been always the case); gender 
differences, namely the fact that girls show a greater preference for certain aspects 
of geography and boys for others, namely girls show a greater preference for 
human geography and boys for physical and regional geography, also has 
implications for syllabuses design, particularly that they cannot include only one 
aspect of geography (that is the case of the 7th year syllabus that includes almost 
only physical geography); differences among 'specialist areas' and among pupils 
of different abilities also seem to indicate the need for including different aspects 
of geography in all syllabuses. 
In all cases the need is evident for teachers to adapt teaching to the schools' 
location and to characteristics of each class. This will only be possible if teachers 
know the schools' local environment and have adequate preparation to take into 
account pupils' different characteristics, capacities, attitudes and values. 
6.2.3 	 12th Year Students' Questionnaires 
The Data Analysis  
The Secondary Schools  
The questionnaires were sent to state secondary schools. The questionnaires 
were sent to schools that varied in location and in type. 
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Table 6.51  
Distribution of the sample by district 
(12th year students)  
Districts F % 
Aveiro 51 5.9 
Beja - 0.0 
Braga 52 6.0 
Braganca 35 4.0 
Castelo Branco 22 2.5 
Coimbra 94 10.8 
Evora 44 5.1 
Faro 53 6.1 
Guarda 43 4.9 
Leiria 12 1.4 
Lisboa 118 13.6 
Portalegre 23 2.6 
Porto 103 11.9 
Santarem 54 6.2 
Setubal 47 5.4 
Viana do Castelo 36 4.1 
Vila Real 20 2.3 
Viseu 62 7.1 
Total 869 100.0 
Notes - The sample includes day and evening classes students 
from the 'via de ensino' (see Chapter 2). 
- In spite of sending two reminder letters the return from 
schools of the district of Beja was nil. 
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Location - the questionnaires were sent to schools located in all Portuguese 
districts (in Continental Portugal) and within the same district they were sent to 
schools located in the capital of the district and in othertowns orvilas' (small towns). 
Type of school - the questionnaires were sent to schools with Unified 
General Course, Complementary Course and 12th yearoronly with Complementary 
Course and 12th year. Schools that prior to the unification of secondary education, 
were either 'liceus' or 'technical schools' or new schools. 
The Sample  
The questionnaire was only addressed to students who followed geography 
in the 12th year. The questionnaire was filled in by 869 students from 38 secondary 
schools. The distribution of the sample by district is shown in Table 6.51. 
Age of the Sample 
The youngest students in the sample were 16 years old (only 2 students), 
13.3% were 17 years old, whilst 4.0% were 23 year old and over. The modal age 
of the students was 18 years. About 34.9% of the students fell into this class. 
Students who did not fail any previous school yearwould be 17 or 18 years old. They 
represent about 48.4% of the sample. (The 16 year old students were included). 
The distribution of students by age is shown in Table 6.52. 
Sex of the Sample  
The distribution of students by sex is shown in Table 6.53. 
Academic Background 
The questionnaire asked for the 'specialist area' Carea vocacionall students 
had attended in the 9th year. (The type of 'specialist area' students followed in the 
9th year is not a constraint to further options in the Complementary Course). The 
distribution of students by 'specialist area' followed in the 9th year is shown in 
Table 6.54. 
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Table 6.52  
Distribution of 12th year students by age 
Age F 0/0 Valid Cumulative 
16 2 0.2 0.2 0.2 
17 116 13.3 13.7 13.9 
18 303 34.9 35.7 49.6 
19 185 21.3  21.8 71.5 
20 124 14.3 14.6 86.1 
21 54 6.2 6.4 92.5 
22 28 3.2 3.3  95.8 
23 and over 36 4.0 4.0 100.0 
Not known 21 2.4 missing 
Total 869 100.0 100.0 
Table 6.53  
Distribution of 12th year students by sex 
Sex F % Valid % 
Cumulative 
% 
M 310 35.7 35.8 35.8 
F 557 64.1 64.2 100.0 
Not known 2 0.2 missing 
Total 869 100.0 100.0 
The questionnaire also asked for the 'study area' ('area de estudo') and the 
'specialist area' ('formagdo vocacional') students had attended in the 10th and 11th 
years.The distributions of students by 'study area' and by 'specialist area' followed 
in the 10th and 11th years are shown in Tables 6.55 and 6. 56. 
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Table 6.54 
Distribution of 12th year students by 'specialist area'  
followed in the 9th year  
'Specialist area' F % Valid % 
Cumulative 
% 
Agriculture 16 1.8 2.1 2.1 
Health 270 31.1 34.6 36.7 
Sports 46 5.3 5.9 42.6 
Mechanics 9 1.0 1.2 43.7 
Electronics 23 2.6 2.9 46.7 
Building 4 0.5 0.5 47.2 
Chemistry 9 1.0 1.2 48.3 
Administration & Commerce 201 23.1 25.8 74.1 
Economics 140 16.1 17.9 92.1 
Art & Design 17 2.0 2.2 94.2 
Drama 11 1.3 1.4 95.6 
Music 7 0.8 0.9 96.5 
Foreign Language 8 0.9 1.0 97.6 
General Course ('Liceus') 10 1.2 1.3 98.8 
General Course (Admi. & Commerce) 9 1.0 1.2 100.0 
Not known 89 10.2 missing 
Total 869 100.0 100.0 
It was pointed out above (see Chapter 5, p. 171) that geography is optional 
for the 11th year of the 'study area' of Natural Sciences', compulsory for the 10th 
and 11th years of the 'specialist area' of Planning and Urbanization of the 'study 
area' of Economic and Social Sciences and optional for the 10th or 11th years of 
the study area of Humanities. 
11.9% of the sample had attended the 'study area' of Natural Sciences and 
42.8% this of Humanities. So 54.7% of the sample could have attended geography 
during the 10th or the 11th years. But geography is optional and only a small 
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Table 6.55  
Distribution of 12th year students by 'study area'  
followed in the 10th and 11th years  
'Study area F % Valid % 
Cumulative 
% 
Natural Sciences 103 11.9 12.2 12.2 
Technological Sciences 12 1.4 1.4 13.6 
Economic and Social Sciences 333 38.3 39.4 53.0 
Humanities 372 42.8 44.0 97.0 
Art 9 1.0 1.1 98.1 
Complementary Course ('Liceus') 10 1.2 1.2 99.3 
Complem. Course (Adm. & Account.) 5 0.6 0.6 99.9 
Complem. Course (Industry) 1 0.1 0.1 100.0 
Not known 24 2.8 missing 
Total 869  100.0 100.0 
percentage of these students attended the subject; only three students had 
attended the 'specialist area' of Planning and Urbanization and thus had geography 
in the 10th and 11th years; students who followed Complementary Courses (from 
prior educational reforms) could also have attended geography classes. 
These remarks show evidence that students who followed geography in the 
12th year had a very different background (two years, one year or no geography in 
the 10th and 11th years). 
In Table 6.57 is shown the distribution of students by 'study area' followed 
in the 12th year. 
Geography is optional for the first, second and third courses (the first course 
prepares among others, for the following Higher Education courses: Natural 
Sciences, Agriculture, Medicine, Pharmacy, Veterinary, Engineering, Exact 
Sciences,...; the second course for Economics, Management, Administration, 
Mathematics, Computer Science, Engineering, Geography,...; the third course for 
Humanities courses, Languages courses, Law,...). 
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Table 6.56 
Distribution of 12th year students by 'specialist area'  
followed in the 10th and 11th years  
'Specialist area' F % Valid % 
Cumulative 
% 
Agriculture 4 0.5 0.5 0.5 
Health 73 8.4 9.9 10.4 
Sports 18 2.1 2.4 12.9 
Electronics 4 0.5 0.5 13.4 
Building 7 0.8 0.9 14.3 
Secretariat 40 4.6 5.4 19.8 
Administration & Accountacy 	 • 245 28.2 33.2 52.9 
Computer Science 24 2.8 3.2 56.2 
Planning & Urbanism 3 0.3 0.4 56.6 
Journalism & Tourist Trade 114 13.1 15.4 72.0 
Public Administration 193 22.2 26.1 98.1 
Music 6 0.7 0.8 98.9 
Art 8 0.9 1.1 100.0 
Not known 130 15.0 missing 
Total 869 100.0 100.0 
Table 6.57  
Distribution of students by 'study area' followed in the 
12th year  
'Study area' F % Valid % 
Cumulative 
% 
First Course 108 12.4 12.8 12.8 
Second Course 303 34.9 35.9 48.8 
Third Course 432 49.7 51.2 100.0 
Not known 26 3.0 missing 
Total 869 100.0 100.0 
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The questionnaire also asked for the subjects students studied in the 12th 
year as well as geography. Students should study two other subjects in the 12th 
year. Tables 6.58 and 6.59 shows the subjects students studied in the 12th year. 
Table 6.58  
Compulsory subjects students studied in the  
12th year  
Subjects F % Valid Cumulative 
Mathematics 405 46.6 48.0 48.0 
Philosophy 438 50.4 52.0 100.0 
Not known 26 3.0 missing 
Total 869 100.0 100.0 
Table 6.59  
Other subjects students studied in the 
12th year  
Subjects F % Valid Cumulative 
Physics 6 0.7 0.7 0.7 
Chemistry 9 1.0 1.1 1.8 
Biology 80 9.2 9.4 11.2 
Geology 1 0.1 0.1 11.3 
Descriptive Geometry 15 1.7 1.8 13.0 
History 653 75.1 76.6 89.6 
French 38 4.4 4.5 94.0 
English 50 5.8 5.9 100.0 
Not known 17 1.9 missing 
Total 869 100.0 100.0 
Mathematics is compulsory for the first and second courses, philosophy for 
the third course; 75.1% of the students followed history. History is an optional 
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subject for second and third courses. 
It was pointed out above (see p. 172-173) that geography syllabuses for the 
10th and 11th years vary according to area of study: physical geography for the 
Natural Sciences area; human and economic geography for the Economic and 
Social Sciences area and Humanities area, but the 12th year syllabuses is the same 
for the first, second and third courses. 
Students were also asked if they had studied geography or not in the 9th, 
10th and 11th years of schooling. Table 6.60 shows the percentages of students 
who attended geography in the 9th, 10th and 11th years. (The study of geography 
was abolished from the 9th year and re-established in 1980/81. Some older 
students had been in the 9th year before 1980/81). 
Table 6.60  
Percentages of 12th year students who had studied  
Geography in the 9th. 10th and 11th years  
Years 9th 10th 11th 
Geography % % % 
Yes 74.2 8.4 12.2 
Not 23.1 82.3 78.6 
Not known 2.7 9.3 9.2 
Total 100.0 100.0 100.0 
It was pointed out above that the geography syllabus is the same for all 12th 
year students, nevertheless the previous tables show evidence that students had 
a very different background. 
Choosing Geography in the 12th year 
The questionnaire asked forthe most significant reasons influencing students' 
choice of geography in the 12th year. A structured format was used in which the 
respondent was asked to indicate the importance of eighteen statements representing 
the most likely reasons for influencing students' choice of geography in the 12th 
year. The list of reasons which might have influenced students' choice was not 
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exhaustive, so provision was made to permit students to specify and rate other 
reasons which did not appear on the list but were significant to them. Nevertheless 
the range of eighteen reasons was carefully considered. 
A five point scale was used to measure the importance of each reason. 
Students were asked to rate the relative importance of each of these reasons 
according to the scale. 
Key to scale: 	 1 = not important; 	 2 = of little importance; 
3 = important; 	 4 = very important; 
5 = of fundamental importance. 
The results are presented in Table 6.61. 
The mean scores of the reasons enable comparisons between them. 
The reasons which were considered to be important, very important or of 
fundamental importance by more than 50.0% of the students were the following 
ones (in descending order of importance): 
(6) - geography helps me to understand social and economics problems 
of the world of today (73.5%); 
(3) - geography helps me to understand problems concerning the 
preservation of the environment (69.3%); 
(5) - geography helps me to understand social and economic problems 
of Portugal (62.9%); 
(10) - geographical knowledge will be useful in my day to day life (62.9%); 
(1) - I enjoyed studying geography in previous years (61.1%); 
(4) - I would like to know more about human geography (59.5%); 
(9) - geographical knowledge will be useful for my career or job (53.4%). 
Other reasons considered to be important, very important or of fundamental 
importance by more than one fourth of the students were the following ones: 
(11) - geography fitted in with other subjects I am attending (38.8%); 
(7) - I had good marks in geography in previous years (38.7%); 
(2) - I would like to know more about physical geography (35.8%); 
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(16) - I thought geography was the easiest available option (31.4%); 
(17) - I thought geography would be easy (27.9%). 
The other reasons seem to be less important: to study geography at 
university; geography was the only subject that fitted the timetable or the advice of 
a) the teacher of geography of the previous year (in fact only a minority studied 
geography in the 11th year); b) the Careers Adviser; c) parents or a friend; as well 
the fact that friends had taken geography. 
It was pointed out above that the list of reasons which might have influenced 
students' choice was not exhaustive, so 14.7% of students indicated other reasons 
that they considered important, very important or of fundamental importance. The 
most stated were the following ones: they would like to have attended another 
subject but it was not available in school and they were obliged to take geography 
(81 students); geography was compulsory for the course they would like to enroll 
in university level (29 students); they liked or they liked geography very much (27 
students); and geography was the most interesting option (23 students). 
Thus, according to 12th year students they chose geography mainly 
because it helped them to understand problems of the world of today, of the 
environment, of Portugal and geographical knowledge is useful to their day to day 
life and will be useful in their careers or jobs. 
Aspects of Geography  
Students were asked to indicate their interest in the different aspects of 
geography that they were studying or had studied before. Due to the fact that the 
majority of students had not studied geography in the 10th and 11th years and about 
23% had not studied the subject in the 9th year, the results concerning the aspects 
included in the 12th year syllabuses seemed more significant. The results are 
presented in Table 6.62. 
A four point scale was used to measure students interest in the different 
aspects of geography. 
Key to scale: 	 1 = no interest; 	 2 = little interest; 
3 = sufficient interest; 	 4 = much interest. 
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The results presented in Table 6.62 show evidence that more than 75% of 
the students had sufficient or much interest in the study of the following aspects of 
geography (in descending order): geography of population (85.0%); geography of 
industry (82.2%); urban geography (81.3%); rural geography (81.0%); economic 
geography (75.2%); geography of Portugal (75.0%). Thus it seems that the majority 
of students were specially interested in studying human and economic aspects and 
the geography of Portugal. 
More than 50% also had sufficient or much interest in studying the great 
regions or continents (73.9%); other countries than Portugal (70.6%); geography 
of commerce and transport (70.5%); (to do) fieldwork (60.8%); map work (60.7%); 
graph work (60.2%); climatology (57.8%); meteorology (54.9%); however, less 
than 50% said they had sufficient or much interest in the following aspects: 
biogeography (44.4%); geomorphology (42.9%); history of geography (40.0%); the 
region where the school was located (39.4%). 
Some reasons might account for these answers: 
- The majority of students were following the second and third courses 
of the 12th year (84.6%) that mainly prepared them for economics, 
administration, management and humanities courses at university 
level. Obviously these students preferred to study human and economic 
aspects of geography. 
- The 12th year syllabus did not include the study of physical geography 
and many of these students only studied it some years before. 
- The study of the history of geography is included in the 12th year 
syllabus but the majority of students were not interested in it. In fact, on 
the one hand students did not have the needed geographical knowledge 
to understand the interest of this study (probably the study of the history 
of geography should only be done at university level) and on the other 
hand teachers seldom linked this study with the other topics included in 
the syllabus. 
- The majority of the sample were also not interested in studying the 
region where the school was located (9th year pupils did not like to study 
it either). Usually this study is not done at 12th year level. 9th form pupils 
did not like studying the local area and it is likely that this attitude remains 
when they are in the 12th year (see p. 266-268 ). 
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- Although about 60% of the sample say that they have sufficient or 
much interest in fieldwork 31.7% of the students had no or little interest 
in it. In fact students did very little fieldwork in geography (see teachers' 
questionnaires, p. 242). 
Relevance of Geographical Knowledge 
The questionnaire also asked for the students' opinion about the importance 
of geographical knowledge in day to day life. 
A five point scale was used. 
Key to scale: 	 1 = not important; 2 = of little importance; 
3 = important; 	 4 = very important; 
5 = of fundamental importance. 
The results are presented in Table 6.63. 
Table 6.63  
12th year students' opinion about the importance of geographical  
knowledge in day to day life  
Opinion F % Valid Cumulative 
Not important 10 1.2 1.2 1.2 
Of little importance 84 9.7 10.0 11.2 
Important 438 50.4 52.4 63.6 
Very important 231 26.6 27.6 91.3 
Of fundamental importance 73 8.4 8.7 100.0 
Not known 33 3.8 missing 
Total 869 100.0 100.0 
For 85.4% of the sample (Valid percentage 88.7%) geographical knowledge 
was important, very important or of fundamental importance in day to day life. 
The questionnaire also asked students to give reasons why geographical 
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knowledge was or was not important in day to day life. It was an open question. 
The most quoted reasons were the following ones (in descending order): 
- geographical knowledge helps to understand the world - its physical, 
human, social and economic phenomena and the problems of today 
(253 responses - 26.0% of responses - 36.1% of cases); 
- geographical knowledge belongs to 'general culture' (109 responses 
- 11.2% of responses - 15.6% of cases); 
- geographical knowledge is indispensable to understanding problems, 
phenomena or events (89 responses - 9.1% of responses - 12.7% of 
cases); 
- geographical knowledge helps to understand the environment (or the 
space) around (76 responses - 7.8% of responses and 10.9% of cases). 
Students who said that geographical knowledge was not useful in day to day 
life indicated the following reasons: 
-the kind of knowledge acquired in geography classes is only theoretical 
(22 responses - 2.3% of responses - 3.1% of cases); 
- geographical knowledge is not relevant for my future career/job (19 
responses - 2.0% of responses - 2.7% of cases); 
- geographical knowledge is merely 'general culture' (14 responses -
1.4% of responses - 3.1% of cases). 
The following item asked students to state the contributions of geography to 
youth education. It was also an open question. 
Most of the statements were similar to those of the previous item: 
- geography helps to understand the world (244 responses - 28.1% of 
responses - 45.7% of cases); 
- geography helps to understand the environment (orthe space) around 
(92 responses - 10.6% of responses - 17.2%of cases); 
- geography helps to participate in the preservation of the environment 
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(77 responses - 8.9% of responses - 14.4% of cases); 
- geographical knowledge is useful in day to day life (55 responses -
6.3% of responses - 10.3% of cases); 
- geographical knowledge belongs to 'general culture' (51 responses -
5.9% of responses - 9.6% of cases); 
- geography helps to know Portugal and understand its problems (33 
responses - 3.8% of responses - 6.2% of cases). 
Geography Teaching  
The questionnaire also asked for the students' opinions about how to 
improve geography teaching in the Unified General Course (7th, 8th and 9th years 
of schooling) and in the Complementary Course (10th and 11th years) and in the 
12th year. They were open questions. 
It was pointed out above that 23.1% of students did not have geography 
classes in the 9th year of schooling and some state that they could not remember 
geography teaching at this level. Nevertheless, 510 students (58.8%) answered 
this question. There were a large variety of suggestions on how to improve 
geography teaching in the Unified General Course. These suggestions are presented 
in Table 6.64. 
In relation to the 10th, 11th and 12th years of schooling, it was also pointed 
out above that only a small percentage of students attended geography in the 10th 
and 11th years (respectively 8.4% and 12.2%). Many students stated that their 
suggestions concerned only the 12th year. Table 6.65 presents these suggestions. 
Suggestions made by 12th year students seem mainly to indicate the need 
to do a more active teaching, organize outdoor activities and use a variety of 
teaching resources, as well as to modify the existent syllabuses. 
The questionnaire also asked students to make other comments and 
suggestions about geography teaching. They were open questions. Only 36 
students made othercomments. The most frequent was 'geography is an interesting 
subject' (19 responses - 21.3% of responses - 25.0% of cases). 
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Table 6.64  
h r 
 
n 
 
in frim rovin• .e..r..h 	 hin • - III • - 
  
     
in the Unified General Course (7th. 8th an 9th yearsi 
Suggestions F % of 
responses 
% of 
cases 
More active teaching 194 21.3 37.4 
Modify syllabuses 100 11.0 19.5 
Outdoor classes 80 8.8 15.7 
Study visits and excursions 73 8.0 14.3 
More use of audio-visual media 66 7.3 12.9 
Motivate pupils 49 5.4 9.6 
Better qualified teachers 42 4.6 8.2 
Study some topics in more depth 32 3.5 6.3 
Reduce syllabuses content 	 (a) 30 3.3 5.9 
Use more teaching resources 25 2.7 4.9 
Several, concerning teaching strategies and 
resources 25 2.7 4.9 
Group work 24 2.6 4.7 
Several, concerning the subject 23 2.5 4.5 
More frequent use of maps, globe, graphs 21 2.3 4.1 
More pupil participation in classes 18 2.0 3.5 
Whole class discussion of topics 13 1.4 2.5 
Several, concerning relations teachers-pupils 13 1.4 2.5 
Open ended enquiry 12 1.3 2.3 
Study current events 11 1.2 2.2 
Others 59 6.5 11.8 
Total 910 100.0 177.7 
(b) 
(Respondents 510, corresponding to 58.8% of the sample) 
(a) - Two students gave as alternative to increase the number of teaching hours per week. 
(b) - Some students gave more than one response. 
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Table 6.65  
12th year students' suggestions for improving geography  
teaching in the 10th, 11th and 12th years  
Suggestions F % of responses 
of °A) 
cases 
Reduce syllabuses content 	 (a) 213 19.6 34.5 
More active teaching 160 14.8 25.9 
Modify syllabuses 126 11.5 20.5 
Study some topics more in depth 104 9.6 16.9 
Study visits and excursions 64 5.9 10.4 
Outdoor classes 56 5.1 9.1 
More use of audio-visual media 45 4.1 7.3 
Group work 30 2.8 4.9 
Open ended enquiry 28 2.6 4.5 
Use more teaching resources 26 2.4 4.2 
Adequate bibliography 25 2.3 4.1 
Several, concerning teaching strategies and resources 24 2.2 3.9 
Motivate students 22 2.0 3.6 
More teaching hours per week 20 1.8 3.2 
Whole class discussion of topics 20 1.8 3.2 
Study current events 20 1.8 3.2 
More student participation in classes 18 1.7 2.9 
Better qualified teachers 15 1.4 2.4 
Several concerning the subject 12 1.1 1.9 
Textbook with the whole syllabus content 11 1.0 1.8 
More frequent use of maps, globe, graphs 10 0.9 1.6 
Study Portugal 10 0.9 1.6 
Others 30 2.8 4.9 
Total 1 089 100.0 176.5 
(b) 
(Respondents 617, corresponding to 71.0% of the sample) 
(a) - Twenty eight students gave as an alternative, to increase the number of teaching hours 
per week. 
(b) - Some students gave more than one response. 
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Suggestions were made by 192 pupils, their suggestions did not differ from 
those presented in the previous tables. The results are presented in Table D3.7 
(see Appendix D3, p. 513). 
Definition of Geography 
The questionnaire also asked students to give a definition of geography. 
94.8% of the students gave a definition of geography. The coding of the responses 
was difficult. 
In descending order of frequency the definitions were the following ones: 
1. Geography studies different aspects (or phenomena) of the Earth's 
surface (160 cases). 
2. Geography studies the relationships between Man and the 
environment (or Nature, space, landscape, the Earth's surface) (159 
cases). 
3. Geography studies natural and human aspects of the Earth's surface 
and the relationships between these phenomena (108 cases). 
4. Geography studies physical and human aspects of the Earth's 
surface (104 cases). 
5. Geography studies natural and human landscapes (61 cases). 
6. Geography studies the spatial organization of the Earth's surface (52 
cases). 
7. Geography studies the environment where Man lives (or around) (46 
cases). 
8. 	 Geography studies physical and human aspects (45 cases). 
9. Geography studies the Earth (or the Globe) and its population (or 
Man) (19 cases). 
10. 	 Geography studies world problems (11 cases). 
In this list the definitions with a number of cases superior to 10 were only 
included. 
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The definitions 4, 5, 8 and 9 correspond to the same concept, geography 
studies physical and human aspects of the Earth's surface. 
In definitions 2 and 3 the relationships between the natural and human 
aspects or between Man and the environment (or Nature, space, landscape, the 
Earth's surface) are emphasized. 
In definition 2 the words environment, Nature, space or landscape are 
employed with the meaning of the physical parts of the Earth's surface. 
In definition 7 geography appears as a science the object of which, is the 
study of the environment. 
In definition 6 geography appears as the study of the spatial organization of 
the Earth's surface. 
In pages 271-275 the definitions given by 9th year pupils were mentioned. 
For the majority of 9th year pupils the object of geography is the study of physical 
and human aspects of the Earth's surface. This definition of geography is also given 
by many 12th year pupils. 
Geography as the study of the environment is only mentioned by a minority 
of 9th year pupils and only in 4.5% of the cases is it mentioned by 12th year pupils. 
Only a minority of 9th year pupils stressed the fact that geography studies 
the relationships between Man and the environment. The study of relationships 
between Man and the environment or between natural and human aspects appears 
in 267 responses given by 12th year students (26.8% of cases). 
Geography as the study of the spatial organization of the Earth's surface 
does not appear in any definition given by 9th year pupils. This definition appears 
in 52 responses given by 12th year students, which corresponds to 5.2% of the 
cases. 
In the 12th year syllabuses the concept of spatial organization is stressed. 
It seems that this definition should appear in a much bigger percentage of cases. 
Some examples of 12th year students definitions are presented below: 
- 'Ciencia que estuda a superf Icie terrestre, a distribuigao dos fenOmenos 
fisicos, biolOgicos e humanos, a interpretagdo das causas dessa 
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distribuigao, as relagoes entre os fenomenos e a sua evolugdo no 
espago e no tempo'. 
-'E a ciencia que estuda as relagoes entre o Homem e o meio'. 
- `Geografia é uma ciencia que estuda as paisagens naturals e 
humanas'. 
- 'Geografia é o estudo do espago fisico e do espago humano (onde vive 
o Homem)'. 
- `Geografia é o estudo da organizagdo espacial tendo em conta os 
elementos naturals e humanos e a sua inter-relagdo como forma de 
compreendermos as modificagoes que ocorrem no espago'. 
- 't uma ciencia que estuda o meio onde o Homem esta inserido'. 
- 'E uma disciplina que estuda os problemas, tanto fisicos como 
humanos a superficie da Terra'. 
Future Plans 
The questionnaire asked for students to say what they intended to do after 
leaving school. Students career intentions are presented in  Tables 6.66 and 6.67. 
Table 6.66  
12th year students' career intentions 
Intentions F % Valid % 
Cumulative 
% 
1 - University 566 65.1 66.6 66.6 
2 - Other Higher Education courses 
(than University) 109 12.5 12.8 79.4 
3 - To get a job 81 9.3 9.5 88.9 
4 - 1 or 2 82 9.4 9.6 98.5 
5 - 1 or 3 2 0.2 0.2 98.7 
6 - 2 or 3 10 1.2 1.2 100.0 
Not known 19 2.2 missing 
Total 869 100.0 100.0 
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Table 6.67  
12th year students' career intentions  
Intentions F 
Higher Education 
University 
Economics/Management 177 20.4 
Humanities 167 19.2 
Law 147 16.9 
Computer Science 28 3.2 
Natural Sciences 14 1.6 
Medecine and Pharmacy 14 1.6 
Geography 13 1.5 
Physical Education 11 1.3 
Other Higher Education Courses (than University) 
Primary Education Teacher 42 4.8 
Infant Education Teacher 32 3.7 
Management Courses 22 2.5 
Art, Music, Drama 10 1.2 
To get a Job 
Services 56 6.4 
Others 
Careers with a frequency <10 117 13.5 
Not known 19 2.2 
Total 869 100.0 
12th year students intended to take up a great diversity of careers. What they 
eventually ended up doing is obviously often different from what they were hoping 
to do. Nevertheless about 60.5% intended to study Economics, Management, Law 
and Humanities (Geography included). Only 1.5% were intending to go on to follow 
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a geography course at University. Geography does not give access to a variety of 
careers. (The teaching profession is still the main career open to bachelors in 
geography. The minority who got a job other than teaching, worked mainly in 
planning or in public administration). 
Further Analysis of Questionnaire Data 
Cross-tabulations and chi-squared tests of independence between selected 
cross-tabulated variables were undertaken. 
The aims of these tests were to show evidence of significant differences of 
students' attitudes and opinions about geography according to the schools' district 
location, students' age, sex and 12th year course. 
The results concerning the reasons for choice of geography are presented 
in Tables D3.8. D3.9 and D3.10 (see Appendix D3, p. 514-516). 
The most significant features of these tests were: 
There were statistical probabilities of dependence between the variables 
schools' district location, students' sex and 12th year course and some 
reasons for choosing geography in the 12th year. 
Among the significant features tests showed statistically significant differences 
between students according to: 
- Schools' district location - 
Differences are difficult to explain (see Appendix D3, p. 521). 
- Gender - 
More boys than expected, stated that the following reasons were 
important, very important or of fundamental importance for choosing 
geography: 'I would like to know more about physical geography' 
(nevertheless the 12th year course does not include the study of 
physical geography); 'I would like to study geography at University'; 
'The Careers Adviser advised me to take geography'; 'My friends took 
geography'. In contrast, fewer girls than expected stated that these 
above reasons were important, very important or of fundamental 
importance for choosing geography. 
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More boys than expected stated that a very important or of fundamentally 
importance reason for taking geography was 'I thought geography was 
the easiest available option'. More girls than expected stated this 
reason as important but fewer than expected stated that it was very 
important or of fundamental importance. 
- 12th year course (first. second and third - see p. 284) - 
More students than expected from the first course stated as important, 
very important or of fundamental importance, reasons influencing their 
choice as the following ones: 'I enjoyed studying geography in previous 
years'; 'I would like to know more about physical geography'; 'Geography 
helps me to understand problems concerning the preservation of the 
environment'; 'I would like to study geography at University'; 
'Geographical knowledge will be useful for my career'; 'Geographical 
knowledge will be useful for my day to day life (very important or of 
fundamental importance); and 'I thought geography would be easy'. 
More students than expected from the third course stated as important, 
very important or of fundamental importance factors influencing their 
choice as the following ones: 'I enjoyed studying geography in previous 
years'; 'Geography helps me to understand problems concerning the 
preservation of the environment'; 'I would like to know more about 
human geography'; 'Geographical knowledge will be useful for my day 
to day life'; and 'Geography fitted in with other subjects I am attending'. 
Fewer students than expected from the second course stated that all the 
above reasons were important, very important or of fundamental 
importance in taking geography in the 12th year. In fact 31.0% of the 
second course students stated that they would have liked to attend 
another option but it was not available in their school and consequently 
they were obliged to take geography, orthat geography was compulsory 
for the course they would like to enroll in at university level. 
- The tests also showed that the reasons for choice of geography were 
not statistically dependent upon students' age. 
b) 	 Chi-squared tests of independence between othercross-tabulated variables; 
schools' district location, age, sex and 12th year course, and level of interest 
in studying several aspects of geography were also done. 
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The results are summarized in Tables D3.11 a, b, c and d (see Appendix D3, 
p. 517-520). 
Significant features of these tests were as follows: 
- There is a statistical probability of relationship between the schools'  
district location and students' level of interest in studying some aspects 
of geography. For instance, more students than expected from the 
districts of Aveiro, Braga, Braganga, Castelo Branco, Evora, Faro, 
Guarda, Vila Real and Viseu had sufficient or much interest in studying 
the region where the school was located. Fewer students than expected 
from the districts of Coimbra, Lisboa, Porto, Santarem, Setubal and 
Viana do Castelo had sufficient or much interest in studying it. 
- There is a statistical probability of relationships between the students' 
age and their level of interest in studying some aspects of geography. 
For example, more students than expected of 20 years or more had 
sufficient or much interest in studying history of geography and geography 
of population. Fewer students than expected aged 19 or less, had 
sufficient or much interest in studying these two aspects. 
- There is a statistical probability of relationship between the students' 
sex and, their level of interest in studying some aspects of geography. 
More girls than expected had sufficient or much interest in studying 
geography of population, rural geography, geography of Portugal and 
the region where the school was located. There were significantly more 
boys than expected that liked to do map and graph work. At 9th year 
level more girls than expected also liked to study aspects quoted above 
and more boys than expected liked to do map and graph work. 
- There were also statistical probabilities of dependence between the 
12th year course students were following and the level of interest in  
studying some aspects of geography. More students than expected 
who were following the first course had sufficient or much interest in 
studying morphology, climatology, biogeography, rural geography, 
great regions or continents and to do map, graph and fieldwork. Fewer 
students than expected from this course had sufficient or much interest 
in studying the history of geography, geography of population, economic 
geography and geography of Portugal. 
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More students than expected who were following the second course 
had sufficient or much interest in studying economic geography and 
doing map and graph work. Fewer students than expected had the 
same level of interest in history of geography, climatology, biogeography, 
geography of population, rural geography, the study of great regions 
and continents, the geography of Portugal and doing fieldwork. 
More students than expected who were following the third course had 
sufficient or much interest in studying history of geography, biogeography, 
geography of population, rural geography, great regions or continents 
and the geography of Portugal and fewer than expected had the same 
level of interest in studying climatology, economic geography and doing 
map, graph and fieldwork. 
The 12th year syllabus is the same for the three courses. These 
results seem to justify the idea of having different syllabuses for each of 
the three courses. This problem will be discussed later on. 
c) 	 Chi-squared tests of independence between the variables schools' district  
location, students' age, sex, 12th form course, future plans and the students'  
opinion about the relevance of geographical knowledge in the day to day life  
were also done. 
The results are summarized in Table D3.12 (see Appendix D3, p. 521). 
- There are statistical probabilities of dependence between the variables 
schools' district location and 12th yearcourse and students' opinion about 
the relevance of geographical knowledge in day to day life. 
- Students' opinion about the relevance of geographical knowledge in  
day to day life is not statistically dependent upon students' age, sex and  
future plans. 
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Conclusions 
Some of these findings, specially reasons for choosing geography; level of 
interest in studying the different aspects of geography, comments on the relevance 
of geographical knowledge, suggestions on how to improve geography teaching, 
as well as differences between students, seem important. 
12th year students chose geography mainly because the subject helps them 
to understand social, economic and environmental problems of the world of today 
in general, and of Portugal in particular; because they would like to know more 
about human geography, and because geography is useful to their lives or their 
future careers. 
As well as reasons concerning timetable organization, the previous enjoyment 
of geography classes and the relative easiness of learning geography are important. 
More than one third of students also mentioned that they would like to know more 
about physical geography. 
There are some aspects of geography that students prefer rather than 
others. 
The reasons why students chose geography and the preference fordifferent 
aspects of geography varies according to students' school location, sex, age, 
course. 
Again, this has implications for syllabus design and geography teaching. 
World realities and problems should be brought to geography classes; syllabuses 
must give the possibility of adapting teaching to students' different needs and 
interests. 
Syllabuses for evening classes should not be the same for day classes. 
Students' interests differ according to their age. 
Students' interests also vary according to their course, this would imply the 
need for different syllabuses or the design of syllabuses that include different 
aspects of geography and allow the treatment of different world problems (social, 
economic and environmental) in learning geography. 
Students' different background must obviously be taken also in account by 
curriculum planners. This has implications not only for syllabuses design, but also 
for the organization of the secondary education curriculum. 
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7.1 	 Introduction  
The analysis of data from the questionnaire survey, presented in the 
previous Chapter, gave a description of the situation that geography teachers 
worked in schools, howthey worked, their opinions about the geography curriculum 
and the constraints that they had to work with. It seemed useful to do a more 
intensive study of a few cases that would permit an examination in greater depth 
of the present situation and of the process of curriculum planning that takes place 
in schools. 
According to Walker (1974 a, p. 21) case study research 'attempts to reach 
understanding through the detailed study and portrayal of individual instances, 
persons, ideas, institutions and events'. 
Lincoln and Guba (1985, p. 361) note that case studies can be written with 
different purposes in mind, among them, to chronicle (to record temporally and 
sequentially, as in a history), to render (as in a description or to provide vicarious 
experience), to lest as a trial for certain theories and hypothesis. They may be 
written at different analytical levels: factual, interpretative or evaluative, with each 
presupposing the former. Consequently, case studies will, depending on the 
purpose and level, demand different actions from the inquirer and result in different 
products. 
It was decided that to collect up to date factual information about the situation 
of teaching geography in secondary schools and specially about curriculum 
planning at school level, the most appropriate approach was to conduct interviews 
with heads of geography departments (HOD). 
According to Tuckman (1978, p. 196) questionnaires and interviews make 
it possible to measure what a person knows (knowledge or information), what a 
person likes and dislikes (values and preferences), and what a person thinks 
(attitudes and beliefs). 
Cohen and Manion (1980, 1989, p. 301-302) note that a number of problems 
appear to attend the use of the interview as a research technique. These problems 
concerned specially, validity and reliability. According to the same authors 'perhaps 
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the most practical way of achieving greater validity is to minimize the amount of bias 
as much as possible. The sources of bias are the characteristics of the interviewer, 
the characteristics of the respondent, and the substantive content of the questions. 
More particularly, these will include: the attitudes and opinions of the interviewer; 
a tendency for the interviewer to see the respondent in his own image; a tendency 
for the interviewer to seek answers that support his preconceived notions; 
misperceptions on the part of the interviewer of what the respondent is saying, and 
misunderstandings on the part of the respondent of what is being asked'. 
The researcher-interviewer was aware of these problems. 
Forthe researcher one of the great merits of interviews is the ability to reduce 
to a minimum, the problems of misperceptions of what is asked and responded, 
specially in this case, in which the interviewer, a teacher, was interviewing other 
teachers. The problems concerning the characteristics of the interviewer and of the 
respondent seem more difficult to deal with, but the interviewer was aware of the 
possible problems and attempted to guard against their interference. 
Due to the practicalities of access, it was decided to restrict the sample to 
the districts of Lisboa and Evora, districts that according to the questionnaire 
survey, present important differences in the situation of geography teaching in 
schools (see Table 6.19, p. 235). In these districts the HOD of eight schools (four 
from each district) were approached by telephone. Three schools were located in 
Lisboa, one in the suburbs of the city, three in Evora and another in a small town 
of the same district. The eight HOD agreed to be interviewed. In orderto encourage 
HOD to express their opinions freely, it was stressed that the purpose of the study 
was a PhD thesis. 
Many authors have stressed the need to establish a trusting relationship 
between the interviewer and interviewee (Walker, 1974 b; MacDonald and Walker, 
1975). Simons (1981, p. 33-34) suggests several working principles for interviewing: 
'to establish confidence and trust so that people will speak freely'; to motivate the 
intervieweesto participate; to demonstrate 'empathy with the interviewees' concerns'; 
to offer confidentiality 'if this convention has meaning for them; to 'try to dispossess 
them of any notions that you are the expert'; to ask 'questions which touch on their 
concerns and which are open-ended enough to allow them scope to reply fully'. 
Again the interviewer was aware of this, and interviews took place in a very friendly 
atmosphere. 
To collect information about the situation of teaching geography in schools, 
a standardized schedule was used. Set questions were asked and recorded in the 
schedule (see Appendix E, p. 525-528). 
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To collect information about planning at school level a less formal interview 
was adopted. The interviewer had pre-prepared a list of the points to be covered 
during the interview, but their sequence could be altered and other points could be 
added to them. To record this part of the interview a tape-recorder was used. (Only 
one teacher did not want to use the tape-recorder). 
The standardized schedule included questions about the school, type and 
number of pupils (day and evening classes); geography teachina by years and 
`specialist areas' (day and evening classes); the geography staff (academic and 
training qualifications, existence or not of a teacher in charge of teacher training, 
participation and collaboration in curriculum development); the geography 
department (existence or not of a specially equipped geography room, use of the 
geography room, teaching resources, departmental allowance, textbooks adopted 
for geography teaching; the HOD qualifications and professional experience (sex. 
age, academic and training qualifications, years in teaching, has he/she been in 
charge of teacher training or not, participation and collaboration in curriculum 
development and in-service training, participation in teachers' associations). 
The points concerning planning at school level included the planning 
process; content organization, the learning process; pupils assessment; evaluation; 
factors influencing curriculum development and constraints; future development. 
Finally questions about the new official syllabuses, that will be on trial in the 
next school years, in some schools, were also included. 
The interviews took place in July 1990, and the collected information 
concerned mainly the school year 1989/90. Four interviews were conducted in 
schools, the other four outside school, all in a quiet and informal atmosphere (pupils 
were already on summer holidays). Once the interviews had been done they were 
written up, and typed. In this work the interviews have not been transcribed as 
verbatim accounts, but in the text the summary of each interview is set out, which 
contains the views expressed by the HOD concerned. 
In order to prevent the reader from a repetitive presentation of the eight 
interviews, they are included in Appendix E (p. 529-574) and in the main text of this 
work a summary of the main overall findings of the interviews and a conclusion in 
which the implications of these findings for curriculum development in geography 
in Portuguese schools are presented. 
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7.2 The Interviews - Summary and Conclusion 
The eight interviews showed evidence of the main problems facing geography 
teaching at secondary school level, the role of the head of the department and the 
planning process at school level. 
The following main points arose from the interviews: 
Problems facing geography teaching 
a) Probably the main problem facing geography teaching was that of geography 
teachers without a degree in geography and without teacher training in the 
subject. Table 7.1 shows the distribution of teachers by academic and 
training qualifications in the eight schools and shows evidence that in 1989-
1990 there were still a large number of teachers without adequate academic 
and/or training qualifications in geography (2, 3 and specially 4). 
b) Attendance of in-service courses in designing the curriculum and for topics 
related to geography appears to be very limited, with the exception of 
courses concerning environmental education. 
c) Other problem concerned the insufficiency of equipment and resources for 
teaching geography: 
- one school (A) had no room allocated for geography teaching; one had only 
a small room (school H); six had one room; two had two rooms. With the 
exception of one school (C) the geography room(s) was (were) not exclusively 
used for teaching geography; 
- with the exception of school G that was scarcely equipped for geography 
teaching, other schools had a variety of teaching resources, but the fact that 
four schools had more than one thousand students (C, E, F and H) and three, 
more than two thousand students (B, D and G) resulted in serious problems 
of management of teaching equipment and resources because several 
geography teachers taught at the same time; 
- one school (B) had not even a small library for geography teaching but 
intended to buy some specialist books in geography with the 1989/90 
departmental allowance; 
- with the exception of two schools (A and H) and partially of schools (E and 
F) all the other schools had free reprographic facilities limited for assessment 
tests; 
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Table 7.1  
Distribution of teachers by academic and training qualifications 
Qualifications 
Districts 
Total 
Lisboa Evora 
F % F % F % 
1 22 52.4 10 45.5 32 50.0 
2 12 28.6 3 13.6 15 23.4 
3 2 4.8 - 2 3.1 
4 6 14.3 9 40.9 15 23.4 
Total 42 100.0 22 100.0 64 100.0 
Qualifications:  
1 - Teachers with a degree in geography and teacher training ('professores 
prof issionalizados') 
2 - Teachers with a degree in geography but who were undergoing teacher 
training ('professores em formagaf) 
3 - Teachers with a degree in geography but without teacher training ('professores 
corn habilitagao pr6pria') 
4 - Teachers without a degree and without teacher training ingeography 
('professores corn habilitagao suficiente e outras habilitagOes) 
- three schools (B, E and F) had computer facilities for geography teaching, 
but in 1990/91 another three schools will have these facilities also. 
d) 	 The departmental allowance was very small in all schools (school G had a 
bigger one, but in fact this school was the least well-equipped for geography 
teaching). 
The role of the head of Departmeni 
The influence that the head of the department has over the department 
varies from school to school. 
a) 	 In small schools with a few geography teachers the HOD exerted a direct 
influence on all geography teachers (For example school H. In this school 
the head of department was also the headmaster). In school A the 
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headmistress (a geography teacher) had probably a bigger influence on the 
department than the HOD. 
b) In schools with teachertraining, the teacher in charge of teachertraining and 
the teachers undergoing teacher training tend to form a separate group 
(Schools B, C, D and G). Nevertheless in school B the HOD works 
preferentially with this group; in school C the HOD tries not to lose control 
over it; in school D it forms a group apart; and in school G it seems that the 
teacher training group exerts a prime influence in the department (specially 
concerning the planning of activities). 
c) In schools with day and evening classes it seems difficult forthe HOD to have 
the control of what is going on during both periods of time, because he/she 
teaches usually only during the day or during the evening; he/she has 
difficulties to meet teachers who teach during a different period of time than 
he/she does; the evening classes realities and problems are different from 
day ones, in these departments there are often too big a number of teachers. 
d) The HOD expressed special concern in helping teachers without academic 
and training qualifications in geography. The HOD of school E found 
difficulties in meeting these teachers and helping them. 
Planning process 
a) 	 Long-term and medium-term planning are done by groups of teachers. 
- in schools (B, C, D, E and F) teachers are split in groups according to the 
years they teach and do the planning together concerning the respective 
year; 
- the HOD of school C showed special concern in attending all these 
meetings to co-ordinate the planning done by the different groups. 
The short-term planning is done individually by each teacher. 
- in schools E and F teachers use the plan sent by the DGEBS and adapt it 
to students' age and socioeconomic level (school E), to the specific 
conditions of one class in order to motivate students (school F); 
- in school H the HOD started to use the planning done during teacher 
training, but he modified it during successive years. 
c) 	 The official syllabuses give relevance to an objectives approach and they 
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contain a detailed definition of operational objectives in the cognitive 
domain. It is obvious that this has a big influence on planning at instructional 
level, but it does not imply that teachers did not give importance to the 
process of learning (see Graves, 1979, 1980, Chapter two). 
- the HOD indicated criteria for defining short term objectives, such as: their 
relevance for students - in order to understand reality and be useful for their 
future lives (school A); necessary to theirfuture studies (school B); according 
to students' interests (school C); according to the class and students' 
characteristics (school G); in order to motivate students (school H); 
- the HOD of schools C and D stated that in planning prime importance was 
given to the aims of geographical education; 
- the head of school B was the only one that stated that she concentrates on 
procedures and not on objectives. 
d) The HOD of schools A, B, C, D, G and H stated that the sequence order of 
content prescribed in the official syllabuses was modified. 
- students' interests, was the most indicated reason to explain this alteration; 
- the HOD of school G said this order was modified due to students 
suggestions or when the content of previous years had not been completed; 
- this alteration was also explained by the convenience of studying one topic 
instead of an other because the first was necessary for the next school year 
(school A); 
- in schools E and F the content order officially prescribed is usually followed. 
The HOD of school F explained thatteachers without adequate qualifications 
found it easier to follow the prescribed order, which is the same presented 
in textbooks. Both HOD from schools E and F stated that when this orderwas 
modified this was due to students' interests. 
e) All HOD stated that the Inspector, the school's Directive Council (`Conselho 
Directivo'), the students' parents had no influence on curriculum planning. 
The 'school global plan' has also little influence on planning. Only the HOD 
of school B stated that he tried to link some of the 9th year planning with the 
'school global plan'. 
f) The most commonly expressed constraints were the following ones: 
- teachers without adequate qualifications (schools A, C, D, E, F, G and H); 
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- finance was also mentioned as a constraint to buying teaching resources 
and books, to making photocopies, to doing fieldwork (by all schools); 
- another constraint was that of time. Time needed for departmental 
meetings (schools B, C, E and G) for planning, for teachers working 
together, for organizing fieldwork, for giving help to teachers without 
adequate qualifications; 
- other constraints expressed by schools include: teachers had too many 
students, classes and years (schools B, E and G), the big number of 
students per class (school G); the lack of teaching resources (specially 
school G); the lack of a geography room (school A); the lack of a room 
allocated for geography teaching only (school G); the lack of a bigger 
geography room only for geography teaching (school H); the insufficiency 
of reprographic facilities (schools B, C, D, E, F and G); and pupils learning 
problems, due to theircu aural background (school A), lack of basic knowledge 
(schools B, E and G) or low level of ability (schools C and D); and difficulties 
of transport to school (school G). 
Teaching activities 
a) In schools A, E and F geography teachers did usually organize outdoor 
activities together. In schools B, C and D usually do. Geography teachers 
from schools A, C, D, G and H organized interdisciplinary study visits. The 
HOD from schools D, E and H pointed out the difficulties of organizing 
interdisciplinary teaching activities; due to syllabuses of different disciplines 
not being articulated (mentioned by the HOD of schools D and H). 
b) The headmistress of school A had a project of working with two other 
schools. 
c) In school E, a yearly 'week of geography' was organized with several 
activities; in schools C, D, F and H the geography department collaborated 
in the school 'cultural week'. 
d) Teachers use different teaching strategies. Project work is more commonly 
organized in school B (by the HOD and the teacher in charge of teacher 
training) and by teachers undergoing teacher training (mentioned by the 
head of school D). 
e) Textbooks have big importance in planning and teaching. The majority of 
schools preferto opt for textbooks with proposals of activities for pupils. This 
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idea was expressed by the HOD of schools A, F and H. In schools C, D, E 
and G textbooks were chosen with the same characteristics. Textbooks 
were chosen during departmental meetings. 
Assessment and Evaluation  
a) Teachers set two or more assessment tests during each term. In all schools 
teachers usually elaborate their own tests, but in school B the HOD develops 
them with the teacher in charge of teacher training and in school D the 
teacher in charge of teacher training with other teachers. In schools C and 
D the HOD organizes departmental meetings to define assessment criteria. 
b) There are departmental meetings to evaluate the teaching-learning process 
and at the end of the school year each teacher indicates if he has completed 
or not the official syllabuses and in a negative case the reasons for this. 
Syllabuses 
a) In relation to the official syllabuses, the main problems concerned the 7th 
year that contained concepts too abstract for the pupils' age (schools A, B, 
C, E, F and H) and the time allocated for geography teaching in the 7th and 
9th years was insufficient to cover the whole syllabus content. 
b) The HOD from schools B and G pointed out the differences between day and 
evening classes, and according to the HOD of school G the 12th year day 
and evening classes should not have the same syllabus because students 
had different interests and needs. 
c) Teachers from schools A, B, C and D had not received the new syllabuses 
and they had not discussed them. The HOD from school E went to a meeting 
held in Lisboa, brought the proposals of the new syllabuses to school and 
teachers discussed them. School F sent a teacherto the discussion meeting 
held at school E. The HOD of schools G and H were consultants for the new 
10th and 11th years syllabuses. 
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Conclusions 
Some conclusions can be drawn from this study that have big importance for 
teaching and curriculum development. 
1. To improve geography teaching conditions in secondary schools it is 
necessary to have teachers with adequate academic and training 
qualifications; to make better provision for in-service training; to give schools 
more teaching resources; and more financial resources. 
2. The new syllabuses should give teachers the possibility of adapting their 
teaching to local conditions; to students' abilities and interests; to teachers 
`expertises'. 
3. Important modifications should be made at institutional level, making 
departmental meetings easier, ameliorating the use of reprographic and 
computer facilities, facilitating the organization of study visits, fieldwork and 
of pluridisciplinary works. 
4. The head of department should play a more important role as a co-ordinator 
of the planning, assessment and evaluation processes and in implementing 
the curriculum. He/she should impel teachers to elaborate teaching materials 
together, to organize indoor and outdoor activities, to improve assessment 
and evaluation methods. 
5. The aid of a geography adviser could be very important specially in schools 
with less experienced teachers. 
6. Parents should be more concerned with their children's school activities. 
7. The system of teacher training needs to be altered in order to give teachers 
adequate preparation. 
8. The success of the new education reform implies an open and generalized 
discussion at school level of the innovation proposals (including those 
concerning the curricula) that have not taken place until now. 
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8.1 	 Introduction  
In the previous Chapter evidence was shown as to how planning was done 
at the instructional level. In order to complete this work it seemed important to 
determine how planning has been done at general planning level. To attain this 
objective it was planned to conduct three interviews with geography teachers who, 
since 1974, have been in charge of developing geography syllabuses, and one 
interview with a person who during the same period of time had been in charge or 
connected with the organization of the curriculum of basic and secondary education. 
In the previous Chapter reference was made to the fact that, in Portugal now, 
a new reform of basic and secondary education is being implemented. One 
interviewwas conducted with one of the authors of the 'Proposal forthe reorganization 
of the curriculum plans for Basic and Secondary education' (`Proposta de 
reorganizagdo dos pianos curriculares dos ensinos Basic() e Secundario'). Interviews 
were also conducted with two geography teachers who collaborated in the 
elaboration of the majority of the present geography syllabuses for secondary 
education. They also belonged to the first group of geography teachers who had 
been in charge of developing the new geography syllabuses for basic and 
secondary education. This group resigned and was replaced by another group of 
geography teachers who developed the new syllabuses now on trial, or which will 
be experimented with during the next school years. It was planned to conduct one 
interview with the chairperson of this group. She left Portugal to work in Macau but 
she asked one member of her group to send a written response to the questions 
concerning the syllabus design put by the author of this work. 
The interviews were informal, the interviewer had a number of key issues 
which were raised in a conversational style. In the interview with one of the four 
persons who were in charge of developing the 'Proposal of reorganization of the 
curriculum plans of the Basic and Secondary education', the interviewer asked him 
to talk about the process of curriculum organization and implementation, since the 
25th April 1974 revolution, until the present. In the interviews with the two 
geography teachers, questions concerned their experience of teaching and of 
curriculum development, and the process of syllabuses development. 
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The responses of the member of the group who developed the syllabuses 
that are on trial now concerned the organization and the work of the group, the 
process of syllabuses elaboration, the guiding principles used and constraints 
which affect . Although an informal interview style was adopted, it was carefully 
planned. The interviewer collected information about the process of curriculum 
organization and implementation and focused questions on important issues 
related to that process and considered as relevant to this work. 
In the interviews a tape-recorder was used. The interviews with the two 
teachers were undertaken in one of the teachers' home. The other interview was 
undertaken in the interviewer's office. Once the interviews had taken place, they 
were written up. In the text that follows, the summary of each interview is set out, 
as well as the written response sent by the member of the second group of 
geography teachers in charge of developing the new syllabuses. 
None of the statements may necessarily represent the researcher's views 
but only those of the interviewees. Only in the conclusions does the researcher 
express her own views on these matters. 
8.2 Interviews and written response  
Interview 1  
The teacher 
She has had twenty-four years in teaching. For two years she taught 'History 
and Geography of Portugal' in the Preparatory Cycle (`Cick) Preparatorio') and 
during twenty-two years taught Natural and Geographical Sciences ('Ciencias 
Geografico-Naturals') and Geography in Secondary Education. She has been 
head of department ('delegada de disciplina') for seven or eight school years and 
in charge of teacher training for nine years. 
She has written, in collaboration with others a social studies textbook for the 
5th year of schooling and geography textbooks for the 7th, 8th and 9th years of 
schooling. She developed written tests to be administered at a national level and 
produced several documents (texts and others) addressed to geography teachers 
or pupils. 
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She has a long experience in the development of geography syllabuses and 
has collaborated in a project of curriculum development in African countries (former 
Portuguese colonies). 
Curriculum development 
The 'Social Sciences' syllabus 
The first experiences of curriculum development she had were after the 
Revolution of 25th April 1974 1, when a commission that included teachers of 
different subjects was then organized and had the task of eliminating from the basic 
and secondary education syllabuses all references to fascist and colonial ideology. 
These alterations were introduced for political reasons. 
After, she collaborated with the group in charge of the elaboration of the new 
social sciences syllabus. The group included people with preparation in different 
disciplines, geography, history, economics and sociology. The work in 1975 was 
essentially guided by political principles. There was a consensus that it was 
necessary to reduce the number of subjects included in the secondary education 
curriculum ('Unified General Course' 7th, 8th and 9th years) and that the study of 
society was fundamental for children's education. 
The social sciences syllabus included geographical, political, social, economic 
and environmental aspects and a few historical ones. The syllabus was organized 
in topics 2: among those were included essentially geographical aspects, some 
gave relevance to the interrelation of Man with Nature, and others to the great 
problems of the World of today (for example, the demographic boom); among those 
which included essentially economic aspects, some concerned problems of the 
World of today for instance 'World of Hunger and World of Abundance'. In the 
syllabus importance was given both to the interrelation of Man with the Earth and 
to the analysis of Society of today and of its problems. 
At the time, among the geographers of the group there was a strong reaction 
against regional geography. They already had information, through French and 
English textbooks, about other approaches to teaching geography. There was a 
wish to do something different. Geography should not only include factual information 
about countries, regions... which pupils should learn by heart. 
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The group was strongly politically motivated and there was a wish to 
innovate. 
According to the interviewee, at this time, the definition of operational 
objectives was then not yet considered as important 3, the most important was still 
syllabus content. Neither were theories or models of curriculum development taken 
into account. (At the time the interviewee did not know about curriculum theory. 
Later on, in 1976/77, the interview attended a fortnight's course on evaluation. The 
course included a systematic presentation of pedagogy by objectives and relevance 
was given to the Bloom's Taxonomy of Educational Objectives 4). 
The present syllabuses 
In relation to the development of the present syllabuses, the interviewee said 
that the process has not been straightforward. The development of these syllabuses 
has not been done according to any general reform of education. 
In 1975/76 the 'launching' of the 7th year of the Unified General Course was 
based on ideological and educational principles. This 'launching' was possible due 
to the political situation of post-revolution times. This situation has changed and 
since then, no constructive innovation has been introduced into the educational 
system. 
In the following year the social sciences discipline was taken out from the 
curriculum of the 7th year of schooling and the disciplines of geography and history 
were reintroduced in the curriculum. 
The interviewee could not exactly remember dates, but at the end of a school 
year, a group of teachers was asked to develop a syllabus for the next school year. 
They developed a geography syllabus forthe 7th year of schooling but nothing was 
planned for the 8th and 9th years. They did not even know if geography would be 
included in the curriculum of 8th and 9th years and the Preparatory Cycle (5th and 
6th years of schooling) syllabuses were not taken into account. 
At this time there was no medium and long term educational planning. 
Planning was only done for the next year. The group had no limitations imposed on 
them for syllabus construction: they could choose the structure, objectives, content 
that they wished. 
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Interdisciplinarity became difficult. The geography group was rarely able to 
meet with the group of history teachers in charge of developing the history 
syllabuses. 
The geography group opted to do a syllabus for the 7th year of schooling, 
which essentially contains physical aspects (see Chapter 5, p. 171). At the time they 
thought that physical geography was well adapted to pupils' age (twelve years old) 
and pupils liked it. (It was a motivating aspect of geography). The interviewee said 
that one of the reasons why she opted for physical geography was that contacts with 
pupils who had been in experimental classes had shown pupils were interested in 
physical geography. 
The Minister of Education, Veiga Simao, prior to the revolution of 25th April 
1974, had started a general reform of the education system (see Chapter 5). 
According to the reform, experimental classes were organized. They had a different 
curriculum and different syllabuses from the non-experimental classes. These classes 
arrived at the 9th year of schooling in 1974/75 (see p. 147). After the revolution, the 
Minister of Education was dismissed and the reform stopped. 
The interviewee had been in charge of pupils coming from experimental 
classes. These pupils in the two prior years of schooling had 'Human Sciences' and 
'Sciences of the Nature'. They had had no geography and history. These experimental 
syllabuses gave teachers the possibility of choosing different topics and developing 
them according to pupils' interests. Each pupil had an individual file, which included 
a description of topics studied by the pupil, pupil reaction to these topics and 
teachers' opinions. The interviewee observed that much importance had been 
given to physical geography topics (for instance to the study of volcanoes) and 
pupils liked such kinds of topics. She pointed out that an enquiry approach was used 
then. This was one of the main reasons why she opted to do a physical geography 
syllabus for the 7th year of schooling because twelve year old pupils seemed to be 
interested in physical geography aspects. 
The group sent a questionnaire to ascertain teachers' opinions about the 
syllabus. They did not disagree with it. 
The interviewee also belonged to the group that developed the geography 
syllabuses for the 8th, 10th 11th and 12th years of schooling. She explained that 
due the fact that during the post-revolution period the curriculum changed several 
times, they were told to develop a syllabus for pupils that had a prior specific 
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curriculum. For example, the 12th year syllabus was developed for pupils that had 
social sciences in 7th year, and that had not had geography in the 8th and 9th years, 
and could have had or not the subject in the 10th or 11th years. Many pupils arrived 
then in the 12th year without having previously learned any geography. Afterwards 
the curriculum was modified and geography became again compulsory for the 7th, 
8th and 9th years of schooling, but the 12th year syllabus was only slightly altered, 
until the present time. The consequence was that some pupils studied rural, 
industrial and urban space, three times, in the 9th, in the 10th or 11th years ('area 
of study' D) and in 12th year. This is very demotivating specially when teachers deal 
with the different topics in too great a depth in the 9th year. 
To develop the syllabuses they were influenced by French and English 
textbooks and later on by Spanish works, specially those from H. Capel. 
The new reform syllabuses  
The interviewee was also initially chosen for being chairperson of the group 
in charge of developing the syllabuses for the present reform of the education 
system, now being implemented. 
She chose the other members of the group: teachers with whom she worked 
before or teachers who had the reputation of having good scientific and pedagogic 
training. She also had the task of choosing people of different ages, because these 
would have had different forms of training in geography (due to the evolution of 
geography as a science and of its teaching at higher education level). 
She was invited to be the chairperson by the members of the group who 
elaborated the 'Proposal for the reorganization of the curriculum plans of Basic and 
Secondary Education' (`Proposta de reorganizagdo dos pianos curriculares dos 
ensinos Basic° e Secundario'). She accepted the principles expressed in the 
proposal and the work of her group was based on these principles. 
According to this proposal: in the 5th and 6th years of schooling there would 
be a subject called 'History and Geography of Portugal' (belonging to the 
pluridisciplinary area of 'Languages and Social Studies'); in the 7th, 8th and 9th 
yearsthe disciplines of history and geography would be replaced by a pluridisciplinary 
area called 'Human and Social Sciences'; and in the 10th, 11th and 12th years the 
study of geography would only be done in the specialist area of 'Economic and 
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Social Studies'. 
In relation to the 1st, 2nd, 3rd and 4th years, the group was asked to ensure 
that what went into those years was followed up in years 5 and 6. 
The interviewee had meetings with the chairperson of the other disciplinary 
groups and specially with the chairperson of the history group since they would 
develop integrated syllabuses of history and geography. 
Meetings with the chairpersons of the other disciplinary groups had the 
following purposes: promoting syllabuses articulation and establishing a common 
syllabus design (what each syllabus should contain: aims, objectives, levels of 
objectives...). 
The first meetings with the history group showed evidence of the difficulties 
of developing integrated syllabuses for geography and history. The history group 
wanted to maintain the chronological order of presentation of historical facts and 
gave geography the limited role of producing the scene which helped in the 
explanation of historical events. To enter into an agreement with the history group 
the geography group proposed at the beginning of the 5th year, to include the study 
of Portuguese territory and at the end of the 6th year, after historical aspects, the 
study of Portugal of today. In the 7th year in geography the group proposed to 
include the study of the most important geographical concepts (such as orientation, 
change, localization); in the 8th year, different topics at European level, and in the 
9th year, the great problems of the World of today. This structure would give the 
possibility of linking historical and geographical approaches and their content. 
In the 10th, 11th and 12th years geography and history were separate 
subjects. The geography group proposed for the 10th year: the study of systematic 
geography and for the 11th year: the study of geography of Portugal. 
On the 6th March 1988 the 'Proposal forthe reorganization of the curriculum 
plans of the Basic and Secondary Education' was discussed at national level in all 
schools, establishments in charge of teacher training, trade unions and so on. The 
majority of geography and history teachers were in disagreement with the linkage 
of geography and history in the 7th, 8th and 9th years. They argued that they had 
not had adequate preparation to enable them to teach history or geography. 
The group who developed the proposal for the reorganization of the 
curriculum expressed the idea that with in-service training, they would be able in 
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four years time, to teach both history and geography at this level. Nevertheless the 
proposal was modified and geography and history reassumed thei r separate identities 
in the 7th, 8th and 9th years. History would be taught in all the three years, but 
geography only in the 7th and 9th years. 
The interviewee and her group reacted against the hiatus of the 8th year, 
they expressed the impossibility of developing syllabuses in accordance with the 
new reorganization of the curriculum, and resigned. 
Interview 2  
The teacher 
She has had twenty-two years in teaching. For one year she taught 'History 
and Geography of Portugal' in the Preparatory Cycle ('Ciclo PreparatOrio') and for 
twenty-one years taught 'Natural and Geographical Sciences' ('Ciencias Geografico-
Naturais') and Geography in secondary education. (She also taught Natural 
Sciences and Crafts for one school year). She has been head of department for 
several years and in charge of teacher training for thirteen years. 
She wrote in collaboration, a textbook of social sciences, a textbook of 
geography forthe 7th year of Complementary Course (today 11th year of schooling) 
and textbooks of geography for the present 7th, 8th and 9th years of schooling, but 
the first book was never published owing to a change in the syllabus for that year. 
She developed written tests to be administered at national level and several 
documents (texts and others) addressed to geography teachers or to pupils 
(including pupils living in foreign countries). 
She has long experience in the development of geography syllabuses and 
collaborates in a project of curriculum development in African countries (former 
Portuguese colonies). 
Curriculum development 
She wrote (in collaboration) a textbook for the discipline of social sciences 
that replaced in 1975, geography and history in the curriculum of the 7th year of 
schooling. She sent the textbook for approval to the ME but in the meanwhile this 
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discipline was withdrawn from the curriculum and the place of geography and 
history in the 7th year curriculum was again re-established. Her book started with 
the following sentence: '0 equilibrio ecolOgico do Planeta tem na industrializagdo 
e na concorrencia capitalista serios adversarios' ('The ecological equilibrium of the 
Planet has industrialization and capitalist competition as serious enemies'). 
In the secondary school where she teaches, the discipline of 'Social 
Sciences' was then taught by teachers of geography, history and philosophy. Each 
teacher according to his/her scientific preparation chose topics that he/she could 
teach more easily. It seemed that geographers, historians and philosophers were 
teaching three different subjects with three different syllabuses 5. 
According to the interviewee, the syllabus was made relevant to issues due 
to the political situation at that time. The most important thing in the syllabus was 
not the attainment of objectives previously defined (and for many teachers still is 
not, now). 
The interviewee said that in the mid seventies she had not yet heard anybody 
lecture about curriculum development theory. This happened only in the early 
eighties. She invited a higher education lecturer 6 to do a seminar for teachers in 
her school and this was the first time that she heard a structured lecture about 
curriculum development and pedagogy with objectives. 
The present syllabuses 
She worked with the teacher of the first interview, in the development of the 
present syllabuses for the 7th, 8th, 10/11th ('study areas' A and D) and 12th years 
of schooling. She explained that she agreed to develop a syllabus for the 7th year 
of schooling of physical geography because she administered questionnaires to 
her pupils and their responses showed evidence that they liked physical geography. 
According to her opinion, twelve year old pupils can understand physical aspects 
more easily than human aspects. In physical aspects she argued that there is 
almost a direct interrelation cause-effect and in the human aspects there is a 
multiplicity of factors and interrelation between them. They developed this 7th year 
syllabus deliberately too long for two teaching periods per week, in order that 
teachers should protest and oblige the Minister of Education to increase the number 
of geography teaching period per week. 
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It was the protests (some organized by the interviewee, in collaboration with 
other teachers, for example, sending letters signed by a large number of geography 
teachers to the Minister of Education) that resulted in the re-establishment of 
geography in the curriculum of the 8th and 9th years of schooling. A UNESCO 
officer visited Portugal at that time. He was also influential in the re-establishment 
of geography in the curriculum. 
The interviewee explained that in the 7th year syllabus they were concerned 
to include the study of principles of physical geography; in the 8th year of reviewing 
the study of these principles and including the principles of human geography, and 
in the 9th year of studying the principles of human geography in greater depth at 
world scale. (The 9th year syllabus was developed by another group of teachers, 
but the outline of the syllabus had been done by the group who developed the 7th 
and 8th years syllabuses). 
For the 10th and 11th years they developed three different syllabus (of 
physical, human and economic geography, according to different 'areas of study' 
with the objective of reinforcing the role of geography in the curriculum. (A bigger 
number of students would choose the subject when the syllabus was adapted to 
respective 'areas of study' and interests). They developed syllabuses fo r the 'areas 
of study' A, C and D. The syllabus for the area C, including essentially problems of 
economic underdevelopment, was later on withdrawn from the curriculum and 
replaced by another syllabus. 
With respect to the repetition of content in the 9th year, in the 10th or 11th 
years (“area of study' D) and in 12th year, she explained this by the fact that in the 
9th yearteachers cover some topics in too great a depth given the pupils' ages, and 
repeat them in the following years. 
The 12th year syllabus was developed for students that, in the majority of 
cases, had not had geography in previous years. The group was told that the 
syllabus would be replaced in one, two or three years by a new one, but this did not 
happen until 1990. 
The interviewee was against the fact that, especially during teachertraining, 
some teachers cover different aspects of syllabus content in too great a depth (they 
give almost higher education lectures). For instance, the group included in the 12th 
year syllabus the study of history of geography and statistics. The study of history 
of geography should be covered in five teaching periods. Some teachers cover it 
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in too much depth. They teach it for almost the whole first term. 
Students should apply the statistical knowledge to the study of rural, 
industrial and urban space. Initially the syllabus was planned to be taught during five 
teaching periods per week, later on this was reduced to four. Consequently, there 
is not enough time to study the application of statistics to the study of spatial 
organization. 
One lecturer from the Department of Geography of the University of Lisboa 
collaborated on the development of the 12th year syllabus. 
The new reform syllabuses 
Interviewee 1 asked her to collaborate in the group that would develop the 
new syllabuses. She confirmed the difficulties of developing an integrated syllabus 
for geography and history. For historians, 'geography was merely a stage of 
history'. The geography group tried to develop a kind of syllabus that would make 
possible interdisciplinarity with history. The syllabuses offered the possibility of 
teachers choosing examples and consequently of adapting teaching to schools. All 
members of the geography group resigned, due the problem of the 8th year 'hiatus'. 
Written response 
(This is a summary of the response) 
(This response was given by one member of the group that developed the 
project of basic and secondary education geography syllabuses, which are now on 
trial in some schools). 
1. 	 The group and its work 
The group of geography teachers that developed the new syllabuses, 
included teachers with different abilities, different scientific knowledge, who 
had the capacity for team work and for innovation. 
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Initially an evaluation of the situation, constraints and obstacles, was done 
by the group. 
Secondly the group reviewed the literature concerning: learning theories 
and models, curriculum development, epistemological and methodological 
trends in geography and teaching technologies. The group also made a 
comparative study of curriculum development in geography (syllabus 
development in several countries - France, United Kingdom, Germany 
(GFR), Spain, Belgium and Canada). Spanish geographers who were in 
charge of doing the co-ordination of syllabus development at regional level 
in Spain (from the Universities of Valencia and Sevilla) sent documents and 
in one case came to Portugal. Their collaboration was particularly important. 
Meetings with the groups in charge of developing syllabuses from other 
disciplines: with those more conceptually linked with geography and others 
with relevant instrumental roles (such as, Portuguese, mathematics, computer 
science and philosophy) were held. Unfortunately this work was not regularly 
undertaken. 
The work was based on several documents - 'Comprehensive Law on the 
Education System', official curriculum design and several official instructions. 
Thirdly, the group defined the global structure of the geography curriculum, 
taking into account the collected documentation. The group opted to give 
special importance to cognitive processes, namely to conceptual learning. 
The global structure was defined in team work; afterwards sub-groups were 
organized. They were in charge of developing syllabuses concerning 
different years, but their proposals were always discussed in the main group. 
2. 	 Constraints 
The Portuguese context restricts the possibility of doing options and of 
innovating. In Portugal a wide interest in education disciplines is relatively 
new. Research in education has been insufficient and the results are not 
known by the majority of teachers. In relation to methodological problems, 
research has been mainly undertaken in the field of experimental sciences. 
Consequently teachers have very different degrees of knowledge about 
research in education. A wide discussion of epistemological and 
methodological problems would be necessary that would result in a consensus 
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needed for overall internal and external coherence of the different syllabuses. 
There are also disciplinary preconceptions that make the development of 
interdisciplinarity difficult. 
Consequently the geography group was compelled to accept a curriculum 
design which was the origin of serious difficulties in the development of 
geography syllabuses. Namely these difficulties arose from: a very 
problematic articulation between geography and history in the 5th and 6th 
years of schooling the fact that geography was not included in the curriculum 
of the 8th year of schooling (but is included in the curricula of the 7th and 9th 
years); the fact that in the 12th year of schooling geography was linked with 
economics. It was necessary to do a syllabus including geography and 
economics. These difficulties were compounded by the opposition of 
disciplinary interests, connected to job problems. 
Another problem concerned poor general organization of the reproduction 
and distribution of materials and of the insufficiency of resources to implement 
the reform. 
3. 	 Theoretical principles 
Different educational ideologies and educational thinkers had influenced 
Portuguese pedagogy. Among Portuguese thinkers, Ant6nio Sergio was 
very influential. It is also necessary to point out the influence of the 
conceptions of learning as active. The influence of Freinet was predominant 
in the pedagogy developed in the School 'Veiga Beirao' (before 1974). After 
the 25th April 1974, Paulo Freire, Carl Rogers became influential as well as 
`institutional pedagogy'. Overtime this pedagogy became only practiced by 
a small number of teachers. 
There was a preferential adoption of a pedagogy of objectives, but many 
teachers still use the `transmission-reception' approach, where emphasis is 
placed on memorizing facts and the textbook is the fundamental teaching 
resource and almost the only one. 
In the last twenty years there has been an evolution of the education 
disciplines in Portugal. The number of master's and doctorates (firstly 
obtained in foreign countries and now in Portugal) shows evidence of this 
fact, as well as the growing number of periodicals in which the results of the 
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research work done in Higher Education Schools ('Escolas Superiores de 
Educagao), Integrated Centres of Teachers Training (`Centros Integrados 
de Formagao de Professores') and departments of education of the 
universities are published. 
A large number of experiments show the resurgence of an open pedagogy, 
of an actualization of the democratic proposals of Dewey, involving projects 
and the adoption of a systemic approach influenced by theories of 
communication. These approaches are based on more recent developments 
of a cognitive-constructivist perspective in the field of learning theories. 
These are the theoretical principles of the work undertaken by the group. 
Some authors or works had a special influence in the choice of aims, 
objectives, content..., among them E.W. Eisner, Kelly, the works published 
by UNESCO (1989) 'Les contenus de reducation. Perspectives mondiales 
d'ici a l'an 2000' and UNESCO (1981) Tinalites de l'Oducation' and M.G. 
Small (1980) 'Through the 80s'. 
In relation to geographical thinking in the work developed by the group, the 
contributions of the analytic phenomenologist, social and systemic 
perspectives are evident. The influence of H. Capel was also very important: 
from his epistemological reflections to his methodological ideas. 
In the choice of innovatory methodologies the opinions expressed by the 
Spanish geographers who came to Portugal were important. Books on 
teaching activities from Canadian, American and British authors were also 
important for the elaboration of proposals of activities presented by the 
group. The two Source Books for Geography Teaching, as well as the works 
of N.J. Graves were also influential. 
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Interview 3  
Interview with a member of the group that developed the 'Proposal for 
reorganization of the curriculum plans of Basic and Secondary Education'. He is a 
graduate in English and German languages and literatures, has many years in 
teaching in secondary education and was Di rector General for Secondary Education 
(`Director-Geral do Ensino Secundario') afterthe 25th April 1974. He was one of the 
four members of the group that developed the above proposal and is now working 
in one of the offices in charge of implementing the new reform of basic and 
secondary education. What follows is a summary of his views. 
Curriculum development after the 25th April 1974 
After the 25th April 1974 there were several alterations of certain aspects of 
the curriculum of Basic and Secondary Education, that according to the interviewee 
cannot be identified with curriculum reorganization. They were, often, only syllabus 
alterations based on 'perceptions' and not on quantitative data. (For example, some 
syllabuses were reduced, although there was no data to indicate that they were too 
long). At that time those who had more influence were more able to impose the 
acceptance of their pedagogical ideas, over and above their political ideas, which 
had always been, and still remain important. 
In fact in Portugal there were no specific institutions needed for each phase 
of the curriculum development process (that in spite of being a systemic process 
it needs specific institutions). For example, there was no specific institution in 
charge of evaluating the curriculum with the exception of rare cases, syllabus 
evaluation was never undertaken that is, not just of the syllabuses but also of the 
syllabus articulation (this is the way different subject syllabuses relate to one 
another) and of their impact in the system of education at the general level and at 
school level. 
Syllabus evaluation was never done which included three fundamental 
questions: Who developed the syllabuses? How did syllabuses relate to the 
principles of a certain reform? How did teachers 'manage' them? This last aspect 
seems fundamental. Syllabuses are always proposals and to know how teachers 
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'manage' them is important, specially for teacher training purposes. 
Until recently there were no basic principles to orientate a reform (now there 
is the 'Basic Law on the Education System'). People who developed syllabuses, 
developed them in accordance with educational orientations, that were not related 
to one another, even in fundamental aspects, this was due to the many changes in 
Ministers and consequently of political orientation after 25th April 1974. These 
constant changes after 1974 contrasted with the stagnation of the period 1948-
1968 when the structure of the curriculum hardly changed. 
Today there are specific institutions, among them the Institute for Educational 
Innovation (Institut° de Inovagao Educacional'), which should have and should 
give the country, the needed instruments to evaluate internally and externally, the 
efficacity of the educational system. The importance of external evaluation will 
increase owing to the fact that schools give to students a preparation needed for 
active life, the importance of schools' accountability will increase. Schools should 
meet requirements of quality. 
The Institute for Educational Innovation should help teachers to become 
curriculum developers in relation to their teaching practice: syllabus 'management', 
their adaptation to a class, to a locality, and to the economic, social, political and 
environmental conditions as well as to the requirement of consumers. (This should 
be connected with a reformulation of the teacher training process). This Institute 
should acquire the resources, methods and techniques to evaluate the new 
curriculum. But it is fundamental that it give to schools, to teachers, the possibility 
of doing an evaluation of their own teaching practice. 
The evaluation process should start from the local level and move to the 
intermediate level. The Regional Directorates will have an important role; they will 
send the Institute for Educational Innovation information about how the curriculum 
is being implemented, how syllabuses are being analysed what the parents 
reactions are and so on, that is, if there is a logical correspondence between the 
aims of the reform (which are in general terms defined in the 'Comprehensive Law 
on the Education System') and the process of implementation. 
A first revision of the new syllabuses will be followed by a second one that 
will take place in seven or eight years' time. It will not be possible, at the time of the 
second syllabus revision, for all schools to have this role because Portugal is still 
developing education qualitatively besides improving its quality. In Portugal there 
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are still many children who do not complete the compulsory schooling of six years, 
there are only 40% at secondary level and 11% at higher education level. 
The Institute for Educational Innovation should also describe (and this was 
never done in Portugal) what was done experimentally in schools; educational 
projects that had been developed in certain schools and are only known by a small 
number of people. Teachers should be prepared to study these projects and should 
be able to develop their own models of research. 
The school must be a favoured place of teacher preparation. Teachers have 
their own perspectives of life, of society, they know their pupils. Each teacher 
`manages' the syllabuses in a different way. Teachers should be agents of 
curriculum development. 
Syllabuses are elaborated at national level but they can include a part of 
content connected with regional reality. (The law gives this possibility). If schools 
had pedagogical autonomy they could give greater importance to the regional 
component. In the report concerning the 'Proposal for the reorganization of the 
curriculum plans of the Basic and Secondary education', it was mentioned that the 
'educational territory' can include one, two or three counties ('concelhos') or can be 
larger. Schools located inside the area of an 'educational territory' can have 
projects in common. (For example, should schools located in the border area with 
Spain could have a different type of curriculum implementation and curriculum 
autonomy). 
In the present reform, the 'area-escola' was created, for use by schools 
according to local needs and opportunities. It gives schools the possibility of 
presenting their own projects. (This is a curricular area, an interdisciplinary area). 
If teachers are prepared and the central institutions furnish teachers with 'instruments' 
and support; this could be a very important curriculum area. 
Another aspect connected with the use of new technology in schools, is that 
of the new role of teachers. Some of them are afraid to use audio-visual media in 
schools, because they think that media will replace the teacher. In fact nothing can 
replace the human richness, but teachers should be capable and have the 
possibility of using for example, a good video. 
At the time of the second curriculum revision (in seven or eight years time) 
the central institutions will only define the syllabuses' general structure and basic 
338 
content to have a partial uniformity at a national level. Schools will introduce 
regional and projects components. This is easier in certain disciplines such as 
Portuguese, geography, arts, crafts and technologies and not so evident for 
example, in mathematics and physics. 
Teachers should be trained to teach the curriculum in the manner indicated. 
According to the 'Comprehensive Law on the Education System' in-service training 
is a teachers' right and duty. (Unfortunately in the present teachers' statute 
'Estatuto da Carreira Docente' this aspect was not developed, as well as the 
teachers' roles). 
The main teachers' role is obviously teaching, but due to the different school 
needs at a certain moment he/she could opt to do educational research and for this 
purpose to have the support of higher education specialists. The problem of school 
failure could then be partially solved by people who would undertake research work 
in schools where they know the pupils. This research is also fundamental for the 
second revision of the curriculum. 
Other teachers could be interested not in research, but in teacher training, 
others in school administration (school organization; timetable organization; 
organization of curriculum and extra-curricular activities, implementation of links 
with the local community, and so on). 
It would be possible to indicate three or four other different roles for teachers. 
These 'sub-professions' would include teaching activity and others of the above 
activities, that would be predominant. The preparation and progress in each of 
these 'sub-professions' would imply training, which would be given by the schools 
in charge of doing teacher training, (not only by the 'Escolas Superiores de 
Educagao'). 
The present organization of in-service training should be modified (for 
example in the last years, in-service courses about 'inter-action in the classroom' 
were organized. Four thousand people attended these courses, but it is almost 
sure, that among them, three thousand and eight hundred people would need or 
would like to attend other kinds of courses). In Portugal, resources are scarce and 
the organization of in-service training should be based on the evaluation of 
teachers' real needs. In-service training could be organized in modules, and the 
teacher who attended a module in one year would attend other modules in the 
following years, for example to progress in one of the above 'sub-professions'. 
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Nevertheless a teacher who received training in one of these 'sub-professions' 
would not be obliged to progress in it, if he/she would like to change for another. 
(There should be in-service training, a core curriculum and specialized modules, to 
facilitate a possible change of `sub-professions'). Consequently it is necessary to 
give to teachers an adequate initial education and training and an adequate in-
service training (including curriculum development). 
Teachers should be able to do an analysis of day to day school life and 
become agents of curriculum development. The Institute for Educational Innovation 
should give teachers the needed 'instruments' for doing the above analysis. It is 
also necessary to give schools 'pedagogical autonomy' (that is the possibility of 
developing their own curricula, though subordinate to the national basic structure 
and content; their own evaluation methods; their own projects of research-action). 
The first revision of the curriculum now on trial will be slightly impressionist, 
the second revision must be prepared in advance. The Institute for Educational 
Innovation in collaboration with the DREs and the DGEBS are in charge of doing 
curriculum evaluation. 
The importance of economic planning, of cost analysis will increase 
progressively. The ME and schools should be prepared for this. Until now this has 
not been the case, people working in education are not concerned with finance. 
The implementation of the reform at central level is done by three offices: the 
DGEBS;the Inspectorate General for Education (`Inspecgao-Geral de Ensino') and 
the Institute for Educational Innovation. The work of the DGEBS is based on the four 
DREs. In the area of each DRE there are experimental schools. 
There is another institution, the GEP whose main functions should be to do 
a prospective analysis of the possible evolution of the educational system and to 
give technical support to the ME, in orderto take decisions. It should be an institution 
with specialists in several fields, in charge (by contract) of analysing a certain 
situation, a certain problem, a certain project and of indicating the different 
alternatives, the different solutions, their costs, the needed resources (human and 
material). 
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Some aspects of the curriculum  
To the interviewee, nothing can justify, in schools located in cities, the fact 
that geography teachers give more importance to the study of urban space. In 
Portugal, agriculture is important and according to the 'Comprehensive Law on the 
Education System' a future citizen has the right to knowledge of rural space. 
Today, according to the 'Comprehensive Law on the Education System' the 
study of the economic, social, political, environmental and consumer aspects of 
Portuguese realities, is essential to future citizens. Although there are big differences 
of content and methodology between 'traditional' disciplines and environmental 
education, health and consumer education, progressively there will be smaller 
differences between the importance given to Portuguese, mathematics, geography... 
and that given to the above types of education. Progressively there will be 
disciplines and disciplinary areas, contents that will intersect reciprocally, and this 
is irreversible. 
Geography mates a contribution to citizenship, but there is a problem 
connected with the subject that the responses given to two questions addressed to 
geography teachers could make evident. These questions are: What does the 
geography teacher teach? What would he like to teach? 
There were significant qualitative changes in geography teaching, in the 
relationships of the teacher with pupils, in the use of a child-centered approach and 
in methodological aspects and there were also changes in the perspective that 
geography teachers have of their subject. (On the contrary, in other subjects there 
were no such changes). Nevertheless since the seventies this alteration of the 
perspective of the subject has had the consequence that some geography teachers 
would like the subject to acquire a very broad function, studying a large variety of 
phenomena in preference to others that are essential to basic education pupils 
'such as, for example, the physical geography aspects'. Some geography teachers 
say that the study of physical aspects of geography could be included in the content 
of other disciplines and instead geography would deal with problems concerning 
town and regional planning, development issues and help students to understand 
their environment, that will be essential to future citizens in order to ameliorate it. 
Geography can play an important role in the above aspects, essential for 
future citizens, but geography teachers cannot forget that there is an objective 
content of the discipline and that the new perspective that geography teachers 
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have, should not imply that they do not teach some aspects that are essential to 
basic education: the location of big rivers, of Oceans, of important countries... If the 
pupils do not acquire in basic education such knowledge they will not be able to 
understand today's world events. It is not useful to know by heart the definition of 
what a peninsula is, an isthmus, a cape (as in old times) but a child should know 
that there are different land forms, what they are and that they have an influence 
on human economic life. It is necessary to give basic knowledge to pupils and later 
on they will develop by themselves. 
Some geography teachers play an important role in developing pupils' 
enquiring capacities, and they bring to school, resources and materials from 
outside the school (the same is done by good history teachers). It is necessary to 
abolish the kind of teaching essentially based on the textbook, that is, of learning 
textbook content (although textbooks still continue to be important teaching 
resources). 
Many geography teachers use projects in their classes, they can have a role 
in the diffusion of this method among teachers of other disciplines. It will be 
fundamental for pupils to develop, evaluate, analyse projects (that could last fortwo 
days or for one year or even two). Teachers should almost assume the role of 
members of the group in project work. In geography, physical education, arts and 
technology, teachers assume this position but not in other subjects. 
Teachers should understand that the teacher's role is not only to transmit 
knowledge. Pupils receive influence and information outside school and teachers 
should make it possible for students to use this information. 
There is such a rapid evolution of knowledge, that it is necessary to do a 
synthesis of fundamental knowledge, in order to give children the possibility of 
transfering it to new situations. It is also important not only to acquire cognitive 
knowledge but to develop attitudes and values too. 
To attain educational success, environmental, health and consumereducation 
are fundamental. According to some people these educational aspects could be 
included in the content of different disciplines, but in a few years time (at the time 
of the second revision of the curriculum, it will be possible to have a completely 
different curriculum organization and these educational aspects will find a place in 
the curriculum). 
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Geography and history teachers refused to have integrated syllabuses of 
both disciplines because they argued, they had no scientific knowledge to teach the 
second subject. It would be convenient that at the time of this second revision, the 
group proposal for an integrated area of history, geography, sociology, economy, 
became a reality. The opposition of teachers is mainly due to mental attitudes that 
should be altered. Teachers are specialists in one discipline and they like to teach 
it and not others, but they should be able to make an effort to adapt themselves to 
situations where their discipline is integrated with another. Many teachers who were 
against this integration, in fact opposed it to defend their discipline. 
In relation to the new syllabuses, in many cases teachers did agree with 
them but said that more teaching periods per week should be allocated to their 
discipline. With adequate training, specially in curriculum development, teachers 
should change their attitudes and participate in a conscious and active way in 
curriculum reorganization and not give priority to the defence of their disciplines. 
At basic education level the World should be presented to pupils in a global 
way and knowledge should not be split among many disciplines. The 10th year is 
a transition year and specialization will be mainly done in the 11th and 12th years 
of schooling. 
This ends the representation of the views of curriculum planners and of the 
former Director General for Secondary Education. 
Conclusions 
The three interviews and the written response show evidence of the process 
of curriculum development at general planning level in Portugal, since the revolution 
of 25th April 1974, until the present reform of the education system. 
The main issues concerning curriculum development in Basic and Secondary 
education in general, and in geography in particular, are also evident. 
The curriculum development process after the 25th April 1974 
The period following the revolution of 1974, was a period of great political 
and governmental instability which caused frequent changes in the ME and 
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consequently of educational ideologies and principles on which the process of 
curriculum development was based. 
Initially there was a general plan of reorganization of Basic and Secondary 
education in which the more significant aspects were the definition of new aims for 
the education of young people and the unification of secondary education. This 
reorganization implied, obviously, a new organization of the curriculum. At secondary 
education level, the curriculum was unified. The reorganization of the 7th year 
curriculum was done in 1975. Among the modifications then introduced, one was 
the replacement of history and geography by social sciences (which included the 
study of geographical, economic, sociological, environmental and a few historical 
aspects). 
It was defined as a pluridisciplinary subject, that would start with the 'analysis 
of the present social reality'. The subject was called 'Introduction to the Social 
Sciences' and in the following school years, pupils would study aspects in the field 
of the Social Sciences in more depth. Due to political changes (see Chapter 5) the 
curriculum of the 7th year of schooling was again modified and the study of social 
sciences was replaced by history and geography. 
The subsequent alterations of the curriculum and of the syllabuses of 
several years of schooling, were done year by year, and in accordance with different 
principles. (It seemed that there was no medium and long term planning). Interviewees 
1 and 2 show evidence of this fact as well as that syllabuses were developed for 
students with certain previous experiences, syllabuses that would be altered in two, 
three years. Nevertheless, though students previous experiences became different 
due to curriculum changes, syllabuses were only slightly altered. As a result, the 
way different geography syllabuses from different school year, relate to one another 
became inappropriate. 
Only at the end of the seventies and at the beginning of the eighties were the 
principles of pedagogy by objectives and of curriculum theory diffused among 
geography planners. 
Priorto 1974 there were regional geography syllabuses, afterthat there was 
a reaction against this kind of syllabus. Nevertheless the syllabuses then developed 
were still based on the learning of factual information. 
Later on, due to the diffusion of the pedagogy by objectives, they included 
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a definition of general objectives and lists of operational objectives (essentially of 
the cognitive domain). 
Environmental, development and social issues progressively acquire 
importance in the geography curriculum. 
The influence of 'new' geography is only evident in the syllabuses developed 
at the beginning of the eighties. 
Constraints 
At the beginning of this period the main constraint forcurriculum development 
was, very probably, governmental instability. Later on the lack of a basic law of 
education, giving the basic principles for a new reform (a law that was only approved 
in 1986) had as a consequence that the curriculum and the syllabuses were not 
altered in depth for many years. 
The lack or insufficiency of adequate preparation in educational and 
curriculum theory of the majority of curriculum planners was also a constraint for 
curriculum development. 
There was also an absence of needed institutions for an effective process 
of curriculum development, particularly for evaluating the curriculum. 
The curriculum development process today 
Constraints 
Now some of the constraints mentioned above do not exist, but others still 
continue. The 'Comprehensive Law on the Education System' has already been 
approved, there are central institutions for all phases of curriculum development, 
Regional Directorates were reorganized and acquired importance. Nevertheless, 
according to the written response, curriculum planners still have very different 
degrees of knowledge about educational and curriculum theory. Due to this fact it 
is difficult to reach a consensus necessary for effective curriculum development. 
According to the third interview an effective process of curriculum development 
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should be school based and this implies giving teachers adequate preparation in 
curriculum development theory, educational research, school administration, and 
so on. Consequently it is necessary to reorganize in-service training. There are 
insufficient resources (human and material) at all levels: central, intermediate and 
local. 
In Portuguese education it is still necessary to do a quantitative effort, 
besides a qualitative one, to ameliorate the system (a high percentage of children 
still do not complete the compulsory schooling of six years) '. 
The new curriculum  
In the proposal for the reorganization of the curriculum plans of Basic and 
Secondary education, at basic education level (which according to the new 
curriculum reorganization, includes the first nine years of schooling), geography 
teaching should be linked with history. This caused protests from both history and 
geography teachers. In fact, young geography teachers have no scientific and 
methodological preparation in history and similarly history teachers have no 
competence in geography. Both geography and history teachers have no 
methodological preparation in interdisciplinarity. It would be necessary to reorganize 
initial education and training as well as in-service training to implement the 
integration of the two disciplines. 
This aspect of the proposal was modified and according to the approved 
curriculum plans for Basic and Secondary Education in the 7th and 9th years of 
schooling, geography continues separated from history, but geography is not 
included in the curriculum of the 8th year of schooling. This is a serious obstacle for 
curriculum development in geography. 
Geography had and will still have an important role in environmental 
education, development education, peace studies... This does not imply that 
importance should not be given to some aspects traditionally included in the 
geography syllabuses content, such as, the location of facts and phenomena on the 
Earth's surface. Is not geography the science that studies location, distribution and 
interrelation of phenomena on the Earth's surface? 
It seems that there is now a shift to a conceptual basis for geographical 
study. 
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The study of environmental issues, development issues at different scales 
are included in geography syllabuses; importance is given to cognitive aspects as 
well as to the development of attitudes and values; in geography teachers are using 
new methods and new techniques. 
These are positive aspects for curriculum development in geography, but 
the new structure of the Basic and Secondary education curricula is a serious 
obstacle to implement geographical education at these schooling levels. 
In geographical education British, French, Canadian, American... authors 
were influential. In the eighties the Spanish influence also became important. 
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This study has shown how geographical education in Portugal has evolved 
over the past 150 years or so, and the stages through which it has passed. From 
being essentially dominated by the Areal Differentiation or Regional Paradigm and 
much influenced by the French School of Geography, it is now in a much more open 
phase in which it has submitted to influences from a greater variety of sources: 
Swedish, American, British, Spanish as well as French. 
Thus, development in geography has been paralleled by developments in 
education themselves stemming from political, economic and social changes. Thus 
from a system of education whose aim was limited to the production of an elite, it 
has gradually enlarged itself and become democratized. This has had an impact on 
the process of curriculum planning in general and geography in particular. Today, 
the planning of the geography curriculum needs to be done more systematically in 
the light of developments both in geography and curriculum theory. 
9.1 Curriculum planning at the general level  
i) 	 Aims of geographical education 
It has been pointed out that aims of geographical education should be 
defined in accordance with the aims of schooling and education that in Portugal are 
stated in the 'Comprehensive Law on the Education System'. It has also been 
argued that the choice of geographical education aims should be preceded by a 
selection of a paradigm or paradigms of geography because geographical education 
aims must be derived from the paradigm or paradigms selected. 
According to geography teachers responses to the questionnaires the main 
purposes of learning geography are the understanding of the world of today at 
different scales (global, national, regional, local) and of contemporary world 
problems, the development of environmental awareness, the development of 
mental capacities, namely the capacity of observation, the understanding of spatial 
organization and the development of spatial skills. 
Students' opinions about the relevance of studying geography are in 
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accordance with the purposes indicated by their teachers: geography is important 
to understand the world and its problems (9th and 12th years students); geographical 
knowledge helps to understand the environment and to participate in the preservation 
of the environment (12th years students); geographical knowledge is useful in day 
to day life (9th and 12th years students). Both teachers and students stated that 
geographical knowledge belongs to 'general culture'. 
ii) 	 Paradigms in geography  
According to Johnston (1985) in the last thirty years there has been a bias 
both in secondary school syllabuses as well as the tertiary level, towards the 
general and away from the unique, leading to a diminishing awareness of the 
variability that makes up the "real world". So there is a need to focus more 
geographical work on the variety of unique situations that comprises the subject 
matter. It is not to return to "traditional" regional geography but to focus on the 
unique, to portray the regional variability as local responses to general conditions, 
responses that create local environments within which future responses are set. 
Geography must pay attention to the world as a whole not as a series of 
examples of general models but as a mosaic of different places, inextricably inter-
linked but clearly individual. 
The goal of geography is to inform population, an informed population will 
be better able to make decisions about their lives and livelihoods and world 
understanding is fundamental to world peace and ultimately to world survival. 
Johnston (1985) draws out that in a British context, geography has changed 
from an idiographic phase to a nomothetic phase and that is necessary now, to 
portray the regional variability as local responses to general conditions, which does 
not imply a return to "traditional" regional geography. 
In Portugal, at research level, the possibilist paradigm dominated from the 
beginning of the century up to the 60's. Since then other paradigms have been 
influential in geographical research, namely the positivist and neopositivist paradigm, 
due to the influence of British, American and Scandinavian authors. The marxist 
(radical) paradigm had a wide diffusion both in teaching and research, but much 
work undertaken within this paradigm utilized and internalized some of the tools and 
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techniques of the positivist and neopositivist approach (Gaspar, 1985, p. 319-320). 
At research level, since the 70's, 'a progressive separation of physical and 
human geography has broadened the scope of both' (Gaspar 1985, p. 322). Since 
the 80's Portuguese geographers have tried to study local realities and integrate 
them into larger scale realities. Are British and Portuguese geographers trying to 
'reconcile' the two previously dominant paradigms:the possibilist and the positivist? 
Are geographers searching fora new paradigm to regulate geographical research? 
In Portugal, at school level, since the mid 70's, there has been a rupture with 
the regional paradigm and the influence of the positivist and neopositivist paradigm 
is evident in some existing secondary education syllabuses (10th and 11th years 
- area of study C, 12th year). Nevertheless the organization of other syllabuses (7th, 
8th, 9th and 10th/11th years - area of study D) is based on the study of systematic 
topics and not on a chosen paradigm. The new syllabuses, on trial now, have a 
concept-based organization. 
It has already been pointed out that it seemed appropriate to use as a 
structure for geography curricula at basic education level (grades 7 to 9) the 
ecosystem paradigm and at secondary education level (grades 10 to 12) to use 
more than one paradigm (including the ecosystem paradigm) (see p. 62). 
iii) 	 Selection of content and structure of content 
For the selection of content and to structure content in a school course it is 
necessary to consider the total school curriculum structure. 
Questionnaires show evidence of some of the problems concerning the 
existing geography curriculum. In regard to the existing geography curriculum for 
the Unified General Course (7th, 8th and 9th years of schooling) geography 
teachers made several criticisms, among them: syllabuses have too much content; 
the content is not adapted to pupils' age and pupils' realities; there is an absence 
of adequate co-ordination between: first, the curricula of other subjects studied at 
the same stage; second, the geography syllabuses prescribed for the successive 
sectors of schooling (Preparatory Cycle, Unified General Course, Complementary 
Course and 12th year), third, the topics; fourth, the content and the objectives; 
syllabuses out of date; small importance given to the study of the local area or the 
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region. To reduce syllabuses content was also suggested by 9th year pupils. 
Concerning the Complementary Course (10th and 11 years of schooling) 
and the 12th year of schooling, geography teachers criticized mainly syllabuses 
content (too much), and the lack of co-ordination between the Unified General 
Course syllabuses and the Complementary Course and 12th year syllabuses. To 
reduce syllabus content was the most frequent suggestion made by 12th year 
students. 
Interviews with curriculum planners also showed evidence of the difficulties 
they found in co-ordinating the geography curricula with the curricula of other 
subjects, because curriculum planners are essentially preoccupied with their own 
specializations. In relation to the new syllabuses this was specially evident in 
relation to history. Curriculum planners found many difficulties in producing 
interdisciplinary syllabuses for the 5th and 6th years of schooling. For the 7th, 8th 
and 9th years of schooling the reformers' idea was of linking the study of geography 
with that of history. This became impossible due to the reaction against the 
integration of the two subjects, both from geography and history teachers, arguing 
that they had not an adequate scientific and training qualifications for teaching the 
two subjects; difficulties arose too from the fact that curriculum planners are 
essentially preoccupied with their own specializations. 
The solution found is not appropriate for geography teaching because 
according to the new 'curriculum plan' (Decree-Law n,  286/89 of 29th August 1989) 
the study of geography is prescribed for the 7th and 9th years of schooling and not 
for the 8th year. This fact gives rise to very serious problems for curriculum 
organization (which did not exist before). 
Problems of co-ordination between subjects and criticisms made by teachers 
in relation to syllabuses seem to suggest the need for an effective collaboration in 
curricula organization of curriculum planning experts. 
The new 'curriculum plan' for basic and secondary education prescribes for 
the first four years of schooling the 'Study of the Environment' ('Estudo do Meio'). 
It is important that some concepts and skills of geography be included in this study. 
This implies appropriate teacher training. 
As was pointed out above, the new 'curriculum plan' prescribes for the 5th 
and 6th years of schooling, the integration of geography with history in the study of 
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the 'History and Geography of Portugal'. In this case it seems appropriate to the 
author of this work to adopt a structure of content based on the study of a series of 
themes about Portugal, such as: the territory; population and settlement; social, 
political and administrative organization; economic activities; the relationship of 
Portugal with other European countries; the relationship of Portugal with other 
civilizations; Portugal of today. This structure would permit a study of historical and 
spatial aspects of Portugal and seems more appropriate than a chronological 
presentation of 'sub-themes', which was the adopted one. 
New geography syllabuses on trial now, prescribe for the 7th year the study 
of Europe and for the 9th year, the study of human and environmental geography 
at world scale. Instead of suppressing the study of geography in the 8th year it would 
be important to study Portugal in more depth in that year than in the 5th and 6th 
years of schooling, because the 3rd cycle of basic education (which includes the 
7th, 8th and 9th years of schooling) is the terminal cycle of compulsory education 
and obviously the study of the geography of Portugal in the 5th and 6th years of 
schooling (age 10-12) is done at a very elementary level. It would be possible to 
structure an interdisciplinary syllabus based again on the study of themes. The 
problems of Portugal of today could be studied at national, regional and local levels. 
To explain these problems and for pupils be aware of them, the contribution of 
geography, history and even other social sciences would be essential. 
Concerning the 10th, 11th and 12th years of schooling, students' 
questionnaires showed evidence that 12th year students from different courses 
(which correspond to different specialist areas of study) have not the same level of 
interest in different aspects of geography. The results seem to justify the need for 
producing different syllabuses fo r different students"specialist areas' or syllabuses 
which give the possibility for students to choose among several themes. 
According to the new 'curriculum plan' in the 12th year the study of 
geography will be integrated with the study of other social sciences, namely 
economics. The new subject is called 'Introduction to Economic and Social 
Development' ('Introducao ao Desenvolvimento Economic° e Social'). Geography 
teachers are specialists in their discipline, it is obvious that the integration of the 
study of geography with other human and social sciences demands in-service 
training and a reorganization of initial training. 
For the selection of content, and to structure content in a school course, it 
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is also necessary to consider sociological and psychological variables. In order to 
offer a scientific basis for curriculum planning, research into the relationships of 
achievement in geography and sociological and psychological variables, in the 
Portuguese context must be undertaken. 
`Situational' variables, such as the location of school, school architecture, 
availability of teaching resources and staff must also be considered in the selection 
and structuring of the content. Questionnaires' responses showed evidence that 
staff qualifications, teaching methods, the availability of teaching resources were 
very different from region to region, and from school to school. This work concerned 
only state secondary schools, but geography is also taught in preparatory schools, 
that besides the preparatory years (5th and 6th years of schooling) there are also 
one or more Unified General Course years (7th, 8th)...('Escolas C+S') and private 
schools. Consequently there is a great variability of situations. 
In order to plan a national curriculum, first, there is an evident need to 
analyse the school system. It is necessary to ascertain the need for change and the 
direction that curriculum change should take. The effects on curriculum change, of 
constraints associated with deficiency of qualified staff, equipment, teaching 
resources and finance to provide improved teaching resources and funds for 
research, as well as institutional difficulties created by curriculum change, must 
also be analysed; second, this analysis should be taken into account when 
selecting the aims of the curriculum, general objectives and in suggesting procedures. 
Very often opinions of those directly involved in the educational system at 
school level are not taken into account, schools' real situations are overestimated 
(or unknown), and the difficulties created for schools by curriculum change 
underestimated. 
In the Portuguese context due to the great variability of schools' situations' 
it seems necessary to design a national curriculum with a structure that will permit 
easy adaptation to different school 'situations'. 
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9.2 Curriculum development at school level  
It was pointed out that Skilbeck (1982, 1984) developed a model for school-
based curriculum development called 'situational' (see p. 32). The model has five 
distinct stages: stage 1, 'Analyse the situation'; stage 2, 'Define objectives'; stage 
3, 'Design the teaching-learning programme'; stage 4, 'Interpret and implement the 
programme'; stage 5, 'Assess and evaluate'. 
In the Portuguese context, the five stages should concern: 
Stage 1 - 'Analyse the situation' 
At school level, the following aspects should be reviewed: 
a) perceived and felt problems (by teachers, students, parents...) and 
shortcomings in the existing curriculum; 
b) students' aptitudes, abilities, interests, defined educational needs, attitudes 
and values; 
c) teachers' values, attitudes, skills, knowledge experience, interests, special 
strengths and weakness, roles; 
d) school ethos and political structure: common assumptions and expectations, 
authority relationships, relationships of teachers with other teachers (of the 
same department and of other departments), relationships of teachers with 
heads of department, relationships of teachers with students, relationships 
of teachers with parents, methods of achieving conformity to norms and 
dealing with deviance; 
e) facilities for teachers' meetings: time, time-tabling and accommodations; 
f) material resources including plant, accommodations (specially equipped 
rooms), teaching resources and finance to undertake fieldwork and for 
enhancing material resources; 
g) local resources (for fieldwork and project work); 
h) characteristics of local community and links of the school with the local 
community; 
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i) 	 potential external support e.g. in-service training, organization of resources 
centres, funding for research from DGEBS, DREs, 'Institute for Educational 
Innovation', higher education institutions, trade unions, professional 
associations, resources centres, CALs,...; 
potential external support for remedial teaching. 
The other four stages should take into account the findings of the analysis 
of the situation. 
Stage 2 - 'Define objectives' 
As Skilbeck points out (op. cit., p. 235): 
1) Objectives in a curriculum should be stated as desirable for student learning, 
and as actions to be undertaken by teachers and they need to be clear, 
concise and capable of being understood by the learners themselves; 
2) Objectives are directional and dynamic in that they must be reviewed, 
modified and if necessary reformulated progressively, as the teaching-
learning process unfolds; 
3) Objectives gain their legitimacy by being related systematically both to 
general aims and to the practicalities of teaching and learning, and by the 
manner of their construction and adoption in school; 
4) There are several types of objectives: general-specific; long and short term; 
higher order cognitive-lower order informational; subject-specific-global; 
and so on. Working groups need to select and plot types of objectives; 
5) The construction of curriculum objectives has to be participatory involving 
students as well asteachers, parents and community as well as professionals. 
In the Portuguese context, at school level, teachers must define objectives 
relating them systematically to general aims defined at national level, but the 
definition done at school level should take in account the real school 'situation', 
which is very different from school to school, due to differences in staff qualifications 
and expertise, students' characteristics, availability of accommodation, resources 
and organization, and the characteristics of the region and local where the school 
is. 
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Individual teachers should also define short term objectives taking into 
account their own and students' specific characteristics which vary from class to 
class. 
Stage 3 - 'Design the teaching-learning programme'  
Decisions must be taken at school level about: 
1) the relationship of learning in the different subject areas to the overall 
objectives of the curriculum; 
2) the organization of interdisciplinary teaching; 
3) the collaboration of subjects in interdisciplinary areas (e.g. 'school-areal; 
4) the grouping of students; 
5) the scope, sequence and structure of teaching content; 
6) space, resources, materials, equipments; 
7) the proposed methods of teaching and learning; 
8) staffing needs and allocations; 
9) timetabling and scheduling. 
,Stage 4 - 'Interpret and implement the programme'  
The author of this work agrees with Skilbeck (1984) that although there is a 
need for producing a good plan or design at school level, the plan is not a guarantee 
for satisfactory teaching and learning. The underlying structures of rationality, 
foresight and preparatory organization must be combined with teacher 
professionalism and supported by regular monitoring, review and evaluation. 
Curriculum ought to be planned and designed in detail by those in the school. 
Teachers have a knowledge of the students for whom the curriculum is planned, to 
ensure a good match with their characteristics and needs. The fact of the curriculum 
being designed in major part, by those responsible for teaching, ensures their 
commitment and practical engagement, and a good match with their capabilities. 
The researcher also agrees that 'interpretation and implementation by 
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teachers of a curriculum in whose design they have prominently figured ought to be 
better than other styles of curriculum development, even if the role of the school is 
primarily adaptive with respect to an externally produced plan and design, and if the 
curriculum materials are very largely of external origins.' (This is the case of 
curriculum planning at school level in Portugal). 
Stage 5 - 'Assess and evaluate'  
The distinction has already been made between assessment and evaluation 
as well as reference to the different kinds. Evaluation of the curriculum must take 
into account student assessment. 
At school level it is necessary to experiment and develop instruments and 
procedures of assessment and evaluation. Due to the fact that in the Portuguese 
school system student assessment is essentially done by their teachers and not 
based on external examination results, this implies a teachers' expertise in 
assessment and the need of teachers to collaborate in the definition of a common 
criteria of assessment, which often does not happen. Curriculum evaluation is only 
occasional or periodic and partial and done at departmental level. 
The 'assessment component must not be limited to class learning and 
performance in departmental schemes of work but must reach out to encompass 
that wide spectrum of learning that a good school facilitates for all its members. It 
follows that the evaluation of the curriculum entails judgements on the whole life of 
the school and the quality of experience it provides' (Skilbeck, op. cit., p. 239). 
New syllabuses are on trial now, but in relation to assessment only a few 
recommendations were given. A new model of assessment was proposed by the 
ME, which was under debate, to seek views and advice. Much criticism was made 
of the proposed model. Teachers involved in the experiments of new syllabuses 
found serious difficulties in student assessment and consequently in the evaluation 
of the new curriculum. 
Interviews with heads of geography departments showed evidence of 
difficulties for curriculum development, not only due to the insufficiency of 
accommodation, equipment, resources, staff with adequate academic and training 
qualifications, but also due to the difficulties of teachers meeting together even 
teachers belonging to the same department; difficulties lying in the lack of time, 
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time-tabling organization, insufficiency of accommodation or even in the fact that 
teachers did not like to work together. 
Effective school-based curriculum development implies a high level of 
school organization and organization skill, the existence of necessary resources 
and support structures and a developed capacity in teachers to use the structures 
that are available to them, good expertise from teachers in curriculum development 
processes as well as motivation to innovate. School-based curriculum development 
implies giving adequate preparation to teachers at an initial training level to develop 
curriculum expertise (preparation in: curriculum design, team-teaching, classroom-
interaction studies, interdisciplinary teaching, assessment and evaluation, and so 
on); but also requires in-service training. This should include theory and practice of 
curriculum development. 
Motivation for teachers to acquire expertise in curriculum development 
could be done through linking expertise to career advancement. Schools' 
accountability very probably will increase and this may provide an incentive to 
develop the curriculum. 
Nevertheless, many of these conditions will depend largely on the availability 
of finance, for releasing teachers for planning: for organizing service courses and 
systems of support; for generating greater motivation of career advancement. 
9.3 Curriculum implementation  
In a centralized system, like the Portuguese one, with a national curriculum 
organized at central level, curriculum implementation has great importance. 
It has already been pointed out that curriculum organization done at central 
level often does not take into account the real school 'situation' and overestimates 
their potentialities to innovate. Deficiency of accommodation, equipment, resources, 
qualified staff and an inadequate dissemination of the proposals for innovating, 
leads frequently to a loss of efficiency in the process of curriculum development. 
In a Portuguese context it seems necessary to develop regional structures 
that will give support to schools, e.g. organizing in-service training and resources 
centres, giving aid in administrative and pedagogical management and in innovation 
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initiatives, namely concerning curriculum innovation. 
Team planning consisting of school teachers, higher education specialists 
in one discipline and in curriculum studies, regional advisers and any others are 
seen as very important in curriculum development too. 
9.4 Curriculum evaluation  
Interviews with curriculum planners showed that until now a systematic 
evaluation of the school curriculum has never been done in Portugal. Nevertheless 
recently the Institute for Educational Innovation was created which has the aim of 
evaluating the curriculum. 
The researcher believes that acorrect evaluation of the curriculum undertaken 
by central institutions implies among other aspects, a correct evaluation done at 
school level. In orderthat teachers play a role in curriculum development they need 
to familiarize themselves with a number of evaluation techniques, this implies 
again, giving importance to initial training for evaluation and an in-service training 
programme. 
9.5 Teacher training  
Questionnaires addressed to teachers and other data showed evidence that 
one main problem of geographical education in schools is the existence of large 
percentages of teachers-in-post without teacher training or even without an 
academic degree in geography. Nevertheless the new models of teacher education 
based on Universities will solve this problem in some years time. 
These models of teacher education present certain problems, namely the 
inadequacy of scientific preparation given to satisfy all the needs of future teachers, 
specially taking into accountthe integration of geography with history and economics 
established in the new curricula. 
Reference was also made to the problems of ensuring adequate links 
among all institutions and teachers involved in the process of teacher education. 
Supervisors at school level, teachers in charge of methodology of geography 
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and teachertraining co-ordination, do not have an adequate preparation for playing 
their roles, specially because there is not yet any post-graduate course in 
geographical education in Portugal. University teachers in charge of giving scientific 
preparation to future teachers, should also have some training in pedagogic 
aspects. The model of training for teachers already in-post, has been severely 
criticized and very probably will soon be altered. 
Evidence was also shown of the need for organizing in-service training, 
which will satisfy the real needs of teachers. The organization of in-service training 
should be done in accordance with a plan designed in co-operation with all 
institutions involved in in-service training at the present time. Increasingly teachers 
will play different roles in schools. For instance some teachers will be in charge of 
management and administration, others of curriculum development, extra-curricular 
activities, of establishing relations with the local community, of research and so on. 
This obviously implies new in-service training needs. 
9.6 Implications for the future 
Some issues are common to the whole curriculum, geography has specific 
problems too. In spite of geography having a place in the curriculum, since the last 
century, other social and earth sciences are claiming a place in the school 
curriculum, which jeopardizes the 'security' of the subject in that curriculum. 
Geographers must demonstrate the importance of the subject for students' 
education. Geographical education can make a very important contribution to world 
knowledge, to environmental awareness, to the development of capacities, skills, 
attitudes and values, which are indispensable to a future citizen, who will collaborate 
in the resolution of the problems of the contemporary world. 
In Portugal, curriculum development in geography at school level faces 
many difficulties linked with the deficiency of trained staff, equipment, resources, 
and poor institutional organization. These are serious constraints for developing 
certain activities, such as: fieldwork, project work, as well as diversifying methods 
of teaching and implementing new techniques of assessment and evaluation, 
organizing team work and interdisciplinary work. 
This work has given evidence of some of these difficulties and suggested 
362 
some solutions. Improvement of curriculum planning at general and school levels 
and of educational structures are essential for the development of education. 
9.7 Suggestions for future research 
This is the first piece of research on curriculum development issues, 
concerning geographical education in Portuguese secondary schools, submitted 
for a higher degree. Taking into account this fact a broad topic was chosen. An 
obvious strand to extending this research would be to concentrate on certain 
problems already approached in this work, such as: 
a) The process of curriculum development in geography: 
- Use of different models for curriculum planning in geography; 
- Use of different models and approaches for curriculum evaluation in 
geography; 
- Problems and perspectives for school-based curriculum development 
in secondary schools in Portugal. 
b) The geography curriculum: 
- The selection and organization of content; 
- Sociological and psychological considerations in geography curriculum 
design; 
- Geography and integration in the curriculum. 
c) Teacher training in geography: 
- Initial and in-service training in geographical science; 
- Initial and in-service training in geographical education; 
- Improvement of links between initial training in geographical science 
and in geographical education. 
d) Different aspects of school-based curriculum development: 
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- Introducing regional and local realities into the geography curriculum; 
- The management of geographical resources; 
- Teaching strategies and new technologies in geography teaching; 
-The development of in-school curriculum evaluation and student 
assessment in geography; 
- Geography in interdisciplinary areas and projects. 
e) The students: 
- Taking into account students' capacities and interests in geography 
curriculum planning; 
- Role of students and parents in curriculum planning at school-level. 
f) Links in the curriculum: 
-The improvement of links between different levels of decision concerning 
the geography curriculum: national, regional and local (the school); and 
the links between geography and other subject areas; 
- The improvement of links between different education levels: Basic 
and Secondary; 
- The improvement of links between Higher and Secondary education. 
These are some examples of research topics that would be of considerable 
benefit in the process of curriculum development in geography in Portugal, 
nevertheless many other examples could be given. 
A further analysis of the variability of provision between different districts 
would permit research work linking geographical science and geographical education 
which would contribute to a better knowledge and understanding of Portuguese 
regional realities. 
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Fonte: Anctlise Quantitativa da Estrutura Escolar Portuguesa, 1950-1959. 
Figure A.1  
Structure of the Portuguese Education System, 1960. 
(Serra% 1981, 31) 
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EDU CACAO PRE.ESCOLAR 
Figure A.3  
Structure of the Portuguese Education System, 1979. 
(Costa, 1981, 52) 
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Document B.1  
Suggestion for the study of the topic North Africa - 3rd year 
(Maya, 1971, 80-85) 
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SUGESTAO PARA UMA ORIEN-
TAcAo DO TEMA: A AFRICA DO 
NORTE — 3.° ANO 
DESENVOLVIMENTO DA LicAO: 
a) Caracteres gerais do quadro fisico 
1. A morfologia 
2. 0 clima 
3. Vegetacdo, hidrografia e solos 
b) A populacio e os seus modos de vida 
Berberes 
1. Co nstituicdo Arabes 
Europeus 
2. Densidade e distribuicao 
agricultura de subsis-
tencia 
vida pastoril 
4. Uma econom a nova: 
— agricultura J novas tecnicas 
modernizada l novas culturas 
— pesca 
— exploragdo mineira 
— o nascimento da indUstria 
— 
desenvolieimento dos meios de co-
municagoes 
— progresso das cidades 
O objectivo da Ha) sera mostrar como a 
Africa do Norte constitui uma regido geografica 
bem diferenciada do resto do Continente. 
O estudo desta regido proporcionara aos alu-
nos um born exemplo da interdependencia dos 
factos naturais e humanos, quer historicos quer 
actuais. 
Através da observagdo de mapas esquematicos, 
de diapositivos e tambem de pequenas exposigOes, 
os alunos irdo descobrindo a originalidade desta 
regido. 
A forma usada sera, portanto, predominante-
mente interrogativa de modo a eles pr6prios en-
contrarem as razoes dos factos observados, con- 
cluirem sobre as suas proprias observacoes. 
Assim os alunos poderdo tomar parte activa na 
sua aprendizagem. 
MOTIVACAO 
Apresentar-se-do algumas fotografias: umas, 
de paisagens e tipos humanos do Magrebe (Mar-
rocos, por exemplo), e outras da Africa Negra. 
Os alunos estabelecerdo os contrastes entre as 
duas regioes. 
PREPARAcA.0 
Uma serie de perguntas permitira chamar a 
atengdo dos alunos para a situacdo do Magrebe, 
«Ilha» (como the chamavam os orientais) entre o 
MediterrAneo e o desert() do Sara, e para a ori-
ginalidade da regido ndo so no aspecto humano 
(ja verificada na motivagdo) mas tambem no 
quadro fisico. Os conhecimentos anteriores per-
mitirdo aos alunos fazer referencia as montanhas 
novas a ao clima temperado. 
ELABORACAO 
a) 
— 1. Observagdo dum esbogo fisico da 
regido (fig. 1) utilizando o retro-
projector ou, na falta deste, o epis-
copio. 
Os alunos poderdo notar: 
— A elevada altitude media 
— 0 predominio dos planaltos c ele-
vagOes 
— A disposicdo das cadeias monta-
nhosas 
3. A economia 
tradicional 
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2. A observacdo dum mapa esquema-
tico com a distribuicdo da pluviosi-
dade (fig. 2), a observacdo dum per-
fil transversal a partir da cidade de 
Argel (fig. 3) e a interpretacdo dum 
grafico termopluviometrico (fig. 4) re-
lativo a mesma cidade, permitirdo 
ndo so estabelecer as principals ca-
racteristicas do clima, como tambem 
marcar as diferencas entre o litoral 
e o interior. 
3. A projeccdo de um diapositivo ou 
estampa podera servir para chamar 
a atencdo dos alunos para a pobreza 
da vegetacdo. As causas do facto 
poderdo ser encontradas pelos pro-
prios alunos mediante um interroga-
OH° orientado. Far-se-a referencia 
A insuficiencia das chuvas, as carac-
teristicas dos cursos de agua, 
mediocridade dos solos, a degra-
dagdo 'Cla- floresta por incendio e pela 
accdo dos rebanhos. 
b) — 1. Observando de novo as fotografias 
utilizadas durante a motivacao, cha-
mar-se-a a atencdo dos alunos para 
os tipos humanos ai encontrados — 
populacoes brancas: 
— Berberes, fundo do povoamento 
da regido. 
— Arabes, que ai marcaram profun-
damente a sua influencia. 
— Europeus (particularmente Espa-
nhois, Franceses e Italianos), que 
se estabeleceram a partir de mea-
dos do sec. XIX. 
Recorrendo aos conhecimentos ante-
riores dos alunos sobre os aspectos 
gerais da populagdo africana, focar-
-se-no: 
— a densidade populacional da re-
gido ern relacdo ao Continente; 
— a distribuicdo da populagdo no 
Magrebe e suas causas. 
3. Como sera a economia tradicional 
destas populacOes, introduzida pelos 
Arabes e hoje ainda praticada por 
muitos? 
Os alunos poderdo, com certa facilidade, res-
ponder a esta questdo. Tudo o que atras foi 
visto lhes permitira concluir por uma agricultura 
de subsistencia e por uma vida nomada pastoril. 
Nesta altura sera distribuido aos alunos urn 
esboco com a divisdo politica, a fim de (com eles) 
se elaborar urn mapa econOmico da regido. 
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A DISTRIBUIcA0 DAS CHUVAS 
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A apresentacdo de alguns diapositivos (agri-
cultura nova, pesca, exploragdo mineira, etc.) ou 
fotografias mostrara que, conjuntamente corn aquele 
tipo de economia, existe urn outro completamente 
diferente, introduzido, naturalmente, pelos Eu-
ropeus: 
— agricultura modernizada de rendimento. No 
esboco (fig. 5), os alunos, sob orientacdo 
do professor (que fare o mesmo no retro-
projector ou no quadro), marcardo as 
zonal de: 
— Culturas horticolas 
— Oliveira e arvores de fruta 
— Vinha 
— Cereais (trigo) 
— A pesca, assinalando no esboco os prin-
cipais portos (Safi, Tunes) 
Fig. 5  
— A exploragdo mineira (fosfatos, minerals 
de ferro e petroleo). 
Procurar-se-a justificar a localizacdo 
dessas areas. 
Este desenvolvimento das actividades prima-
rias levou ao nascimento de indastrias (que pode-
rdo ser mencionadas pelos proprios alunos) e ao 
progresso dos meios de comunicagdo. E levou 
tambem ao desenvolvimento das cidades, conclu-
sdo tirada a partir da apresentagdo de dois dia-
positivos, marcando o contraste entre um nucleo 
populacional antigo e uma cidade moderna. 
Poder-se-Ao, agora, assinalar no esboco mais algu-
mas cidades importantes. 
Nota: Sera, talvez possivel, sobretudo se a turma 
ndo for muito numerosa, ocupar apenas 
corn a lick), dois tempos de aula, urn des-
tinado a geografia fisica e outro a geo-
grafia humana. 
Legenda culturas horticolas 
vv vinha 
cereals 
2 °liven-as e irvores de frutas 
PH fosfatos 
FE minerals de ferro 
petreleo 
oleodutos 
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Para todos nos, desde os mais experientes aos 
que agora comegam, é de grande utilidade ler 
ou reler algo do que se tern escrito (fruto, corn 
certeza, de muita reflexdo e experieneia) sobre 
metodos de ensino em geral e particularmente 
sobre a didactica propria da geografia. 
E corn intuito de tomarmos contacto corn 
essas obras que sugiro aqui uma pequena biblio-
grafia : 
Didactica Geral 
— Aguayo — Didactica da Escola Nova 
— Charrier et Ozouf — Nouvelle pedagogic 
vecue (Nathan) 
— Schmieder — Didactica general (Editorial 
Losada, Buenos Aires) 
Qualquer destas obras de caracter geral tem 
uma pequena parte dedicada especialmente a 
geografia. 
Didactics Especial 
— Delteil et Marechal — Comment enseigner 
la geographic locale et regionale (Nathan) 
Apesar de se destinar ao ensino primario fian-
ces, este livro tern sugestees de trabalho de bas-
tante interesse, mesmo para as nossas aulas liceais. 
— Debesse — Arviset — La geographie a l'Ecole 
(P. U. F.) 
Este livro é urn estudo interessante sobre uma 
pedagogia geografica, programas e metodos de 
ensino. 
— Lucien Febvre — La ensefianza de la His-
toria y de la Geografia. 
A geografia activa é o tema desta pequena 
obra. 
— Pedro Plans — Didactica da geografia (Co-
leccdo Ponte) 
Alern de varios capitulos sobre os principios 
didacticos e os materiais de ensino da geografia, 
o livro apresenta tambem alguns modelos de 
ligees. 
— UNESCO — L'enseignement de la geogra-
phie. 
Bastante pratico, este livro é urn bom guia 
para o ensino eficaz da geografia. 
Existe, tambem, uma edigdo desta obra em 
espanhol. 
E muito possivel que existam nesta lista la-
cunas importantes, por isso, tambem, neste aspecto, 
espero a colaboracdo dos colegas, indicando outros 
livros que porventura conhecam e nos possam 
ajudar, como professores de geografia. 
MARIA JOSS DANTAS MAYA 
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4 Geography in the National 
Curriculum 
• • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • 
"It is obvious that you must have some history and some geography; 
you are not a complete person unless you have that general 
knowledge" 
The Rt Hon Margaret Thatcher MP in The Sunday Telegraph, 15 April 1990. 
4.1 The inclusion of geography as a foundation subject in 
the National Curriculum provides an excellent 
opportunity to establish geography teaching in schools 
on a firm and enduring foundation for the twenty-first 
century. This is a demanding task. We have tackled it by 
seeking to build on the present strengths of school 
geography as well as by reinforcing those parts of the 
structure which we believe to be inadequate. 
4.2 We believe that geography is indispensable to 
understanding the modern world. It should be an 
exacting, challenging, but also enjoyable discipline. 
4.3 We set out our broad understanding of the nature of 
geography as a discipline in the Interim Report. The 
definition was widely welcomed by those who 
commented and we restate it here: 
a) Geography explores the relationship between the 
Earth and its peoples through the study of place, 
space, and environment. Geographers ask the 
questions where and what; also how and why. 
b) The study of place seeks to describe and 
understand not only the location of the physical and 
human features of the Earth, but also the processes, 
systems, and interrelationships that create or influence 
those features. 
c) The study of space seeks to explore the 
relationships between places and patterns of activity 
arising from the use people make of the physical 
settings where they live and work. 
d) The study of the environment embraces both its 
physical and human dimensions. Thus it addresses the 
resources, sometimes scarce and fragile, that the Earth 
provides and on which all life depends; the impact on 
those resources of human activities; and the wider 
social, economic, political, and cultural consequences 
of the interrelationship between the two. 
4.4 These three elements — place, space and environment 
— form the core of geography. Uniquely, they create a 
bridge between the humanities and the physical  
sciences. Geographical study should be pursued at 
local, regional, national, continental and global scales. 
Furthermore, changes are constantly underway: the 
examination of change in place, space and 
environment is integral to the study. Using a wide 
range of skills, the subject identifies, analyses, and 
helps to clarify some contemporary problems 
concerning peoples and their environments. In this 
sense geography also asks the question 'How ought?' 
The Group's aims for g6o4tiipy.L;:l. 
• in the Nationcil.Curriculuni 
 
4.5 In formulating our aims for school geography, we had 
before us the requirement in section 1 of the 1988 
Education Reform Act— reflected in our terms of 
reference — that the curriculum as a whole should 
promote the overall development of pupils and 
prepare them for the opportunities, responsibilities 
and experiences of adult life. 
4.6 In the light of our understanding of the nature of 
geography, of the provisions of the Education Reform 
Act and of the purpose of the National Curriculum, we 
identified our aims lot geographical education in 
schools. Our statement again commanded wide 
support among those responding to the Interim 
Report and we repeat it. We believe that geographical 
education should: 
a) stimulate pupils' interest in their surroundings and 
in the variety of physical and human conditions on the 
Earth's surface; 
b) foster their sense of wonder at the beauty of the 
world around them; 
c) help them to develop an informed concern about 
the quality of the environment and the future of the 
human habitat; and 
d) thereby enhance their sense of responsibility for the 
care of the Earth and its peoples. 
4.7 Moving on from the general statement, we concluded 
that the study of geography should more particularly 
aim at leading pupils to: 
6 
r.7";)qt 
chieving the shoo 
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4.9 For pupils to achieve both the broad and the more 
specific aims outlined in paragraphs 4.6 and 4.7 above, 
it is not sufficient merely to build on existing good 
practice. In order to address those areas of concern 
identified in Chapter 3 we believe that 
a) the basic content of geography should be 
clearly established, and the link retained between the 
academic heart of the discipline and developments in 
schools. This is not to ignore `the needs of the child', 
nor to deny that such content can be packaged and 
taught in a variety of ways; we do not seek to usurp the 
functions of teachers. However, our remit instructed 
us to identify the elements of geography suitable for 
the National Curriculum, and this we have done; 
b) place studies should be an important element. 
Case-studies of particular places need to be set within 
a clear framework of locational knowledge. After 
considerable discussion and trial, we have designed a 
progression of understanding in place studies (and thus 
in arca-based attainment targets). We have sought to 
achieve a balanced coverage of the world's varied 
environments in a range of scales. Sonic of the 
respondents to the Interim Report seemed to suggest 
that we were putting the clock back by the desire to 
stipulate place content. This is a mistaken view 
Knowledge is an essential foundation for many of the 
other ambitious goals voiced by some of our 
respondents and with which we agree; 
c) the place and status of the physical and 
scientific elements of geographical study should 
be reaffirmed, since they are integral to a balanced 
and complete understanding of the subject. Recent 
global events have underlined the interdependence 
between physical environments and human actions. 
This synthesis is one of geography's distinctive 
characteristics, but is absent from some 'humanities' 
courses and under-represented even in some GCSE 
geography syllabuses; and 
d) there should be greater clarity about the 
character and value of enquiry in the teaching and 
learning of geography. An enquiry approach to 
geographical study may be defined as one in which the 
teacher assists pupils to develop the abilities to ask 
questions and to seek to answer them through 
investigative work leading to sound knowledge, 
understanding and skill development. It does not 
imply that some teaching and learning approaches are 
better or more appropriate than others. It is for the 
392 
a) acquire a framework of knowledge about locations 
and places thatwill help them to set local, national, and 
international events within a geographical context, 
and that will support their development of 
geographical understanding;  
b) understand some of the important characteristics 
of the Earth's major physical systems — its landforms, 
weather and climate, hydrological and ecological 
systems — and the interaction among those systems; 
c) understand the significance of location and of 
distribution patterns in human activities and physical 
processes; how places are linked by movements of 
people, materials and information, and by physical, 
economic, social and political relationships; and the 
interdependence of people, places and environments 
throughout the world; 
d) understand some of the relationships between 
people and environments, including both: 
i) the influence of environmental conditions on 
human activities, and 
ii) the varied ways in which societies with different 
technologies, economic systems and cultural values 
have perceived, used, altered and created particular 
environments; 
e) develop a sense of place: a feeling for the 
`personality' of a place and what it might be like to 
live there; 
f) acquire knowledge and understanding about the 
physical and human processes that bring about 
changes in place, space, and environments, and a 
critical appreciation of the consequences of those 
changes; 
g) develop awareness and appreciation of the ethnic, 
cultural, economic and political diversity of human 
society, and its geographical expression; 
h) acquire the knowledge and develop the skills and 
understanding necessary to identify and investigate 
important cultural, social and political issues relating 
to place, space and environment, with sensitivity to the 
range of attitudes and values associated with such 
issues; 
i) acquire techniques and develop skills and 
competencies necessary for geographical enquiry, and 
of value for other purposes, especially the making and 
interpretation of maps, the use of information 
technology and the conduct of fieldwork; and 
j) develop intellectual and social skills, including the 
ability to observe, analyse, and conununicate. 
4.8 Because of its breadth of content and methodology, 
school geography has many links with other subjects 
in the curriculum and contributes strongly to cross-
curricular themes, skills and dimensions (see Chapters 
7 and 8). The aims stated above enable this to happen 
while focusing on what is specific to geography. 
7 
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Document B.5 
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Document D1.1  
Summary of relative merits of interviewing versus questionnaire 
Source: Tuckman, 1972 
(Cohen and Manion, 1985, 292) 
Consideration 	 Interview 	 Questionnaire 
1. Personal need to 	 Requires 	 Requires a clerk 
collect data 	 interviewers 
2. Major expense 	 Payment to 	 Postage and 
interviewers 	 printing 
3. Opportunites for 	 Extensive 	 Limited 
response-keying 
(personalisation) 
4. Opportunites for 	 Extensive 	 Limited 
asking 
5. Opportunities for 	 Possible 	 Difficult 
probing 
6. Relative magnitude 	 Great (because 	 Mainly limited to 
of data reduction 	 of coding) 	 rostering 
7. Typically, the 
	
Limited 	 Extensive 
number of 
respondents who 
can be reached 
8. Rate of return 	 Good 	 Poor 
9. Sources of error 	 Interviewer, 	 Limited to 
instrument, coding, 	 instrument and 
sample 	 sample 
10. Overall reliability 	 Quite limited 	 Fair 
11. Emphasis on 	 Limited 	 Extensive 
writing skill 
I 
examine miasmas of 
staff, time, finance 
decide: preliminary 
tabulations, analysis 
programme and sample 
reviavr existing 
information on 
took and area 
1 
1 
1 
1 
I 
L_ 
pilot survey 
choose data 
practising 
method 
structure and 
wording of 
questions 
chaos, survey 
4  
brief 
interviewers 
I 	  
send explanatory 
letter for postal 
questionnaire 
i 
I 
amend 
questionnaire 
and sample 
AMAIN SURVEY1. 	  
decide 
information 
needed 
send reminders 
edit and code 
decide final 
tabulations 
1 	  
	
tabulate and I 
	  
analyse 
	I 	 
EN 
AP_PEBDU [D2  
Nt)uulltAt InstiacJA In ictlIJIna tancl  
chiGtIl6nfitlITt  
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Document D2.1  
Pilot questionnaire 
Covering letter  
Maria Manuela A. Ferreira 
Rua de Entrecampos, 58 - 32 Esq. 
1700 Lisboa 
Exmos. Senhores 
Professores de Geografia da 
Escola Secundaria 	  
Lisboa, 18.2.1982 
Caros Colegas 
Sou professora efectiva de Geografia da Escola Secundaria D. Filipa de Lencastre 
em Lisboa e estou actualmente a frequentar o Instituto de Educacao da Universidade de 
Londres, gracas a uma bolsa de estudo que me foi concedida pelo Institute Nacional de 
Investigagao Cientffica. 
No referido Institute de Educagao estou a elaborar urn trabalho de investigagdo 
sobre osproblemas referentes ao Planeamento e Desenvolvimento Curriculares em Geografia. 
Peg° a vossa colaboracao respondendo ao questionario dirigido ads professores e 
pedindo a alunos dos 92 e 122 anos que preencham os questionarios que lhes sao destinados. 
Os questionarios destinam-se fundamentalmente a identificar os principaisproblemas 
que se apresentam aos Professores de Geografia, a coligir opinioes e sugestoes sobre o 
ensino da disciplina e sobre a maneira como poderia ser melhorado. 
0 questionario destinado aos professores tern duas panes: a primeira parte do 
questionario (p.1 a 3) destina-se unicamente ao Delegado de Disciplina, atendendo a que 
inclui perguntas respeitantes a Escola (numero total de alunos, mimero de alunos inscritos 
em Geografia, existencia ou nao de uma sala de Geografia, etc.). 
A segunda parte (p.4 a 21) destina-se a ser respondida individualmente por todos os 
professores que ensinam Geografia na Escola (incluindo o Delegado de Disciplina). 
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Na intim pagina pede-se que facam criticas e sugestoes a este questionario, uma vez 
que se trata de uma primeira versa° que devera ser modificada de acordo corn as opinioes 
emitidas. Posteriormente, a versdo definitiva devera ser enviada a todas as Escolas 
Secundarias. 
Os questionarios destinadas a alunos deverao ser preenchidos por alunos de 	  
turma(s) do 92 ano de escolaridade e por alunos de 	 turma(s) do122 ano de escolaridade 
inscritos na disciplina de Geografia, devendo as turmas ser escolhidas aleatoriamente e os 
alunos responder individualmente. Urn tempo lectivo devera ser suficiente para os alunos 
preencherem integralmente o questionario. 
Os questionarios preenchidos deverao ser entregues ao Delegado de Disciplina que 
fua o favor de os remeter para a morada indicada. 
Agradecendo desde ja a vossa colaboracao, envio os meus melhores cumprimentos. 
(Maria Manuela A. Ferreira) 
2.1. Ndmero de alunos dos 7°, 8° e 9o anos 
Area A 
Area B 
2.2. 	 11 	 11 	 do 10° ano 	 Area C 
Area D 
Area E 
Area A 
Area B 
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Document D2.2 
Pilot teachers' questionnaire 
QUEF.TION;RIO 
I - PARTE 
Destinada a ser respondida pelo 
Professor Delegado de Geografia 
Nome da Escola Secundaria 	  
Morada 	  
Localidade 	  
Telefone 	  
1. Tipo de Escola Secund6ria  
1.1.1. Oficial 
1.1.2. Particular 
1.2. 
1.2.1. Escola Secundiria com 70, 8° e 9° 
 anos 
1.2.2. 	 11 	 , 70, 80, 90, 100,s lio anos  
1
.2.3. 	 " 70, 80,  90, 10°,11 e 12o anos 
1.2.4. 
	 " 
	
" 10o e 12o anos 
1.2.5. Outro tipo - especifique 	  
2. Ndmero total de alunos da Escola SecundAria 
Ndmero 
Sexo 
2.3. 11 11 " 11° ano Area C 
Area D 
Area. E 
	 1 
  
     
         
          
- Area A — 11°  ano 
o ano 
Area C,11
• 
	° ano 
Area D — 10°  ou 11o 
anon 
Ntimero 
Sexo 
bi 	 F 
430 
Via de Ensino  
1o Curso 
2o 
4o 
5° 	 " 
Via Profissionalizante  
Total de alunos 
2.4. thimero de alunos do 12°  ano 
3. Ntimero de alunos inscritos na disciplina de Geografia  
NUMero 
Sexo 
3.1. Niimero de alunos dos 10° e 11°anos 
inscritos em Geografia 
Via de Ensino  
1° Curso 
20  
30 
Via Profissiona, 
lizante — T6cni—
co do Ambiente 
3.2. Niimero de alunos do 12°  ano inscri—
tos em Geografia 
4. Ntimero de Professores nue ensinam Geografia na Escola 
4.1. NUmero de Professores corn horttrio diurno 	
= 
4.2. if 	 u 	 n 	 n 	 misto (diurno + nocturno) 	
= 
4.3. n n 	 " nocturno 
* 
Opp* Planeamento e Urbanismo 
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5. Sala(s) de Geografia  
5.1. Ndmero de salas especialmente equipadas para o ensino da Geografia existentes 
na Escola Secunddria 
5.2. A(s) sala(s) de Geografia 4(sao) exclusivamente usada(s) para o ensino da Geo- 
Sim 	 Ngo 
grafia? 	 El CI 
5.3. Se respondeu ngo a 5.2. calcule a percentagem de ocupa9go da(s) sala(s) por 
aulas de Geografia 
  
20 - 31-40 - 59% 
    
o- 19% 
   
60 - 79% + de 80% 
      
       
       
0, 8o e  5.4. Indique o nUmero de horas de aulas de Geografia dos 7°, 8° 	 anos nue 
sao dadas na(s) referida(s) sala(s) 
5.5. Indique o nUmero de horas de aulas de Geografia dos 10°, 11°  e 12°  anos 
que sgo dadas na(s) referida(s) sala(s) 
6. Livros de Geografia 
Indique quais os livros de Geografia adoptados 
Ano e  Area Autor(es) Titulo(s) 
6.1. 7oano 
6.2. 8°ano 
6.3. 9°ano 
6.4. Area A - 11°ano . 
6.5. Area C - 10°ano 
6.6. Area C - 11°ano 
6.7. Area D - 10°ou 
11 anos 
6.8. 12°ano 
1c,),20e30cursos 
6.9. 12°ano 
T4cnico do Ambiente 
7. Indique qual a quantia que foi atribuida durante o ano lectivo de 1980-1981 
para a aquisicgo de material destinado ao ensino da Geografia 
432 
WESTIONARIO  
II - PARTE 
Destinada a ser respondida por todos os Professores que ensinam 
Geografia na Escola 
Um questionArio ly,ra cada Professor de Geografia. 
Nome da Escola Secundgria 	  
Localidade 	  
8. IdAde do.)Professor(a) 
14 	 F 
g. 
 Sexo 
Sim Nao 
10. Delegado(a) de Geografia 
11.1. Habilitap;es academicas 	
11.2. Habilitaciies nrofissionais 	
12.1. Nlimero de anos de ensin,;  
12 .2. Indinue hg quantos anos ensina Geografia no Ensino Secundgrio (ano lec- 
tivo de 1981-1982 exclusive) 	 C=I 
13.1. Indinue o ntimero de horns semanais diurnas de Geogr2fia nue lecciona no 
presente ano lectivo nesta Escola Secundgria 
13.2. Indicue quais os anos e as areas em que ensina Geografia no presente ano 
lectivo 
70an0 0 
Area A - 11°ano 
8°ano  	 ,p10°ano 	 12°ano Area 11°  ano 9oaxio 
Area D - 10° ou 11° anos EJ  
13.3. Se no presnte ano lectivo lecciona nesta Escola Secund:rria outra(s) dis- 
	
ciplina(s) alem de Geografia indique qual(is) 	  
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14. Metodos de ensino e de avaliacao  
Assinale com um / a frequgncia com nue usa os diferentes metodos de 
ensino ou de avalia9ao nas aulas de Geografia dos7 , 8°e 9°  anos de  
escolaridade  
Frequgncia de Uso 
Uma ou 
pais ve— 
zes por 
semana 
Uma vez 
por 
quinzena 
Ulna 
ves 
por 
mgs 
Uma vez 
por tri— 
mestre 
Uma 
vez 
por 
.122--f-- 
Wunca 
14.1. 0 Professor faz uma exposicgo teo—
rica da li9go, vs alunos tomam no—
tas 
14.2. 0 Professor faz uma exposisgo ted—
rica da li9go, os alunos tomam no— 
tas, fazem esquemas, elaboram 	 ma— 
pas,etc 
14.3.0 Professor dialola com os alunos, 
os nuais tomam notas 
14.4. 0 Professor dialoga com os alunos, 
os quais tomam notas, fazem esque—
mas, elaboram mapas, etc 
14.5. 0 Professor dita apontsumentos 
14.6. 0 Professor prop5e um trabalho 
individual para ser feito 
durante a(s) aula(s). A exposi9go 
do trabalho 4 seguida de discussgo 
envolvendo todos os alunos da clas— 
se 
 
14.7. 0 Professor prop5e um trabalho pa, 
ra ser feito por pequenos grupos 
durante a(s) aula(s). A exposi9go 
do trabalho 4 seguida de discussgo 
envolvendo todos os alunos da cla.- 
se 
- 
14.8. 0 Professor prop5e um trabalho in—
dividual prgtico (ex. leitura de 
um maga, execu9go de um grgfico, 
...),para ser feito durante a aula, 
seguido de discussgo dos resulta—
dos obtidos envolvendo todos os 
alunos da classe 
14.9. 0 professor prop5e um trabalho 
pratico para ser executado por 
pequenos grupos do alunos durante 
a aula, seguido de discussao dos 
resultados obtidos envolvendo to—
dos os alunos da classe. 
14.10. Um aluno prepara um tema em casa 
que expge durante a aula. A expo— 
,
si9go 	 seguida de discussao en— 
volvendo todos os alunos da classe 
'14.11.Um.grupo de alunos prepara um tema 
em casa. A exposi9go do trabalho 
na aula d seguida de discussgo en—
volvendo todos os alunos da classe 
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14. 	 6 
M4todos de ensino e de avaliacao  
• Assinale com um / a frenuencia com que usa os diferentes mitodos de ensino 
ou de avaliacgo nas aulas de Geografia dos 7°, 8°e 9°  anos de escolaridade 
'Prequencia de Uso 
Uma ou 
mail ve— 
zes por 
semana 
Uma vez 
por 
quinzena 
Uma 
vez 
por 
mes 
Uma vez 
por tri— 
mestre 
Uma 
vez 
por 
ano 
Nunca 
14.12. 0 Professor apresenta durante a 
aula um filme,uma sgrie de dia—
positivos...) os alunos tomam 
notes e discutem o nue viram 
14.13. 0 Professor organize um jogo ou 
um exerelcio de rimulap"Ao de 
cargoter geogrifico para toda a 
classe 
14.14. 0 Professor prop6e que os alunos 
faoam um inquerito fora da Esco—
la, seguido de apuramento e dis 
cussio dos resultados obtidos na 
aula 
-1 
 
14.15. 0 Professor dg uma prova de axe, 
lingo com aviso previo, nio 
permitindo nue os alunos usem 
livros ou apontamentos durante 
a prova 
14.16. 0 Professor dg uma prove, de ava, 
liao5o com aviso previo, permi—
tindo que os alunos usem livroe 
ou apontamentos durante a aula 
14.17. 0 Professor da uma prova de aye- 
liaogo sem aviso privio e ngo 
permitindo que os alunos usem 
livros ou apontamentos durante 
a prove 
14.18. 0 Professor dg uma prova de axe, 
lingo sem aviso previo, per—
mitindo que os alunos usem li—
vros ou apontamentos durante a 
prova 
14.19. 0 Professor 	 di uma prova de ava, 
liaoio prgtica, ex. leitura de 
um mapa, interpretaogo tie grafi—
cos, etc. 
14.20 	 Outros metodos de ensino ou de 
avaliaogo — especifinue 	  
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14. Metodos de ensino e de avalianao 
	 7 
Assinale com um / a freougncia cost cue usa os diferentes metodos de 
ensino ou de avaliagao nas aulas de Georrafia dos 10°, 11°e 12° anon de  
escolaridade 
Frequencia de Uso 
Uma ou 
mais ve- 
zes por 
seam. 
Uma vez 
por 
quinzena 
Una 
.yes 
por 
mgs 
'..lma vex 
por tri- 
mestre 
T2ma 
vez  
por 
P'10 
7unca 
14.1. 0 Professor faz uma exposigao teO-
rica da lipao, os alunos tomam no-
tas 
14.2. 0 Professor faz uma exposipao tad-
rica da lipgo, os alunos tomam no- 
tas, fazem esquemas, elaboram 
	
ma- 
vas, etc 
14.3. 0 Professor dialol-a com os alunos, 
os nuais tomam notas 
14.4. 0 Professor dialoga com os alunos, 
os quais tomam notas, fazem esque-
mas, elaboram mapas, etc 
14.5. 0 Professor dita apontamentos 
14.6. 0 Professor prop6e um trabalho 
individual para ser feito 
durante a(s) aula(s). A exposipao 
do trabalho e seguida de discussao 
envolvendo todos os alunos da clas, 
se 
14.7. 0 Professor prop6e um trabalho pa-
ra ser feito por pequenos grupos 
durante a(s) aula(s). A exposipao 
do trabalho e seguida de discussao 
envolvendo todos os alunos da cla, 
se 
14.8. 0 Professor prop6e um trabalho in-
dividual prgtico (ex. leitura de 
um mapa, execunao de um grgfico, 
...),para ser feito durante a aula, 
seguido de discussao dos resulta-
dOs obtidos envolvendo todos os 
alunos da classe 
14.9. 0 professor prop6e um trabalho 
prgtico para ser executado por 
pequenos grupos de alunos durante 
a aula, seguido de discussao dos 
resultados obtidos envolvendo to-
dos os alunos da classe. 
14.10. Um aluno prepara um tema em casa 
oue exige durante a aula. A expo-
sipgn e seEuida de discussgo en-
volvendo todos os alunos da classe 
14.11.Um grupo de alunos prepara um tema 
em casa. A exposicgo do trabalho 
na aula d seguida de discussao en-
volvendo todos os alunos da classe 
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14. 	 8 
Metodos de cnsino e de avalinego  
Assinale com um / a freougncia com que usa os diferentes metodos de ensino 
ou de avaliacao nas aulas de Geografia dos 100, 110 e 120  anos de escolaridade 
Frequencia de Uso 
Uma ou 
mais ve- 
zes por 
semana 
Uma vez 
por 
quinzena 
Uma 
vez 
por 
mes 
Uma vez 
por tri- 
mestre 
Uma 
vez 
por 
ano 
Nunca 
14.12. 0 Professor apresenta durante a 
aula um filme,uma serie de dia-
rositivos...; os alunos tomam 
rotas e discutem o nue viram 
14.13. 0 Professor on:7aniza um joc-o ou 
um exercicio de simulapRo de 
carrcter ceorrifico p7cra toda a 
classe 
14.14. 0 Professor nropOe nue os alunos 
facam um inluerito fora da Esco-
la, :7ecuido de apuramento e dis 
cussio dos resultados obtidos na 
aula 
14.15. 0 Professor di uma prova de ava, 
'Aspic) com aviso previo, n..o 
permitindo rlue os alunos usem 
livros ou apontamentos durante 
a prova 
14.16. 0 Professor di uma prova de ava-
liac-Zo com aviso previo, permi-
tindo que os alunos usem livros 
ou apontamentos durante a aula 
14.17. 0 Professor di uma prova de aim, 
liac5c sem aviso previo e n'.,o 
pernitindo nue os alunos usem 
livros ou apontamentos durante 
a prova 
14.18. 0 Professor di uma prova de aye,. 
liecgo sem Elvis° previo, per-
mitindo nue os alunos usem li-
vrns ou anontamentos durante a 
prova 
14.19. 0 Professor 	 da uma prow,. de :Iva.- 
1i7:cSo pritica, ex. leitura de 
um mapa, interpretacao de crifi- 
cos, 
	
etc. 
14.20 	 Outros m,:torios de ensino ou de 
pvaliasFo - especifinue 	  
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15. Material de ensino 
Assinale com um / a freqtAcia com nue  utilizes os diferentes tipos de 
equipamento ou materiais de ensino nos 7°, 8°e 9 anos de escolaridade 
Se ngo existem na. Escola coloque um X na Ultima coluna 
9 
Frequencia de Utilizaco 
Uma ou 
mais ve— 
zes por 
semana 
Uma vez 
por 
quinzens 
Uma 
vez 
por 
mgs 
Uma vez 
pOr tri— 
mestre 
Uma. 
vez 
por 
ano 
Nunca N6o 
existe 
na 
Escola 
:Equipamento visual e sonoro 
Retroprojector 
Projector de diapositivos 
Epidiaschio 
Projector de filmes de 16 mm 
Projector de filmes de 8 mm 
Receptor T.V.—branco e preto 
Receptor T.V. — cores 
Video 
Circuito interno de T.V. 
Gravador 
Outro equipamento visual e sonoro- 
- especifique 	  
Mapas, globo e fotografias 
Mapas de grande escala, 1:25000 
ou outras escalas 
Mapas de pequena escala 
Mapes geoldgicos 
Mapas em relevo 
Mapas em transpargncias 
Mapas policopiados 
Atlas 
Outros mapas — especifique 	  
Globo 
Fotografias aereas 
Outras fotografias — especifique 
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15. material de ensino (cont.) 
A Assinale com um / a frenuencia com nue utilize os diferentes tipos de 
equipamento ou materiais de ensino nos 7°, 8°e 9o  anos de escolaridade 
Se na'o existem na Escola coloque um X na ultima coluna 
Irequencia de Utilizac5o 
Uma ou 
mais ve— 
zes por 
semana 
Uma vez 
por 
quinzena 
Uma 
vez 
por 
mes 
Uma vez 
por tri— 
mestre 
Uma 
vez 
por 
nno 
Nunca NAb 
existe 
na 
Escola 
Equip: mento de meteorologia 
Termometros vrfrios 
Higrdmetro 
Fluvidmetro 
Bardmetro 
AnemOmetro 
delioeccipio 
Mapas sincipticos 
Outro enuipamento — especifinue 
Outro material 
klissola 
SismOgrafo 
Amostras de minerais e de rochas 
Tabelas de dados estatisticos 
Calculadora 
Outro material — especifinue 
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15. Material de ensino  
Assinale com um / a frequ'encia com qua utqiza ohs diferentes tipos de 
equipamento ou materiais de ensino no 10
o 
 , 11 e 12 anos de escolaridade 
Se nao existem na Escola coloque um X na Ultima coluna 
Frequgncia de UtilVacAb 
Uma ou 
mais ve- 
zes por 
semana 
Uma vez 
por 
quinzenn 
Uma 
vez 
por 
mgs 
Uma vez 
por tri- 
mestre 
Uma 
vez 
por 
ano 
Nunca No 
existe 
na 
scola 
ygiu.i.pamento visual e sonoro 
Retroprojector 
Projector de diapositivos 
EpidiascSpio 
Projector de filmes de 16 mm 
Projector de film,7,s ee 	 - 
Receptor T.V.-1,inneo e Preto 
Receptor V.V. - cores 
Video 
Circuito intern° de T.V. 
Gravador 
Outro equipamento visual e sonoro- 
- ezpecifiiue 	  
1.tapas, glob° e fotorrafias 
.4apas de gran de escala, 1:25000 
au outras escalas 
qapas de peluena escala 
!Maras ,.eoldr7icos 
Napas em relevo 
Mapas em transparncias 
Vapas policolli-vics 
At 
Cutros mapas - especifique 	  
Glob(' 
PotoErafias n4re:7.s 
Outras fotozrafias - especifique 
. lAlterirl de ensino (cont.) 
A Assinnle coin um / a frequencia corn nue utiliza os diferentes tipos de 
equipamento ou materiais de ensino nos 10o, 11°e 12o anos de escolaridade 
Se nao existem na Escola coloque um X na ultima coluna 
Prequencia de Utilizacito 
Uma ou 
mais ve— 
zes por 
semana 
Uma vez 
por 
quinzena 
Uma 
vez 
nor 
mes 
Uma vez 
por tri— 
mestre 
Uma 
vez 
por 
ano 
Nunca ::go 
existe 
na 
Escola 
Equill:.ic:zto de meteorolo7ia 
Term6metros vrrios 
4iEro7etro 
Pluvimctro 
3:Trmetro 
Ane7ctro 
Relioscpio 
Oapas sind'pticos 
Outro eiui7:,7ento — especifi7ue 
Outro material 
nlissola 
Sism6Frafo 
.nostras de minerais e de rochas 
-helms de dados estatisticos 
,alcul?Aora 
utro mc%teripa — especifique 
4 
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16. Trabalho de campo, visitas e excursoes 	 1 3 
16.1. Indique se considera estas actividades indispensveis para o ensino da Geografia 
Sim 	 Nao 
El El 
16.2. Indique as razes da resposta dada em 16.1 	  
16.3. Indique as dificuldades que encontra para a realizaggo destas actividades 	  
16.4. Relativamente ao ano lectivo de 1981-1982 indique quais as actividades que ji 
realizou, assim como o tempo gasto em efectui-las. Se planeia realizar outras 
actividades durante o corrente ano lectivo indique igualmente quais 
Ano 
e 
Area 
Actividades realizadas 
ou 
planeadas 
Tempo 
7°  ano 
8°  ano 
9° ano 
Area A 
110ano 
Area C 
100ano 
Area C 
11oano 
Area D 
100ou 11o 
.anos 
12°ano 
1 
 
.o 	 o 	 o 
,2 e 3 
cursos 
120ano 
T4cnico 
do Ampiente 
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17. Propramas  
De opiniOes e sugestiies sobre os actuais programas de Geografia 
17.1. 7°, 8°e 9° 
 anos de escolaridade 
17.1.1. Indique segundo a sua opinigo quais sgo as contribui96es especificas da 
Geografia para a forma9go dos alunos que justificam a sua inclusgo no 
curriculo dos 7°, 8°e 9° 
 anos de escolaridade 
17.1.2. Como sabe os conteildos gerais dos actuais programas de Geografia sgo os 
seguintes: 
7° ano — Geografia Fisica 
8° ano — Geografia de Portugal 
9o ano — Geografia Humana 
Indique as razes porque concorda ou discorda com os conteAdos gerais 
dos programas e com a secugncia adoptada 
17.1.3. Se discorda com os contetidos gerais dos programs e/ou com a sequSncia 
adoptada sugira outros contetidos 8/ ou outra sequencia quo julgue 
serem mais adesuados 
14 
15 
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17. Programas  
17.1. 7°, 8°e 9°  anos de escolaridade (cont.) 
17.1.4. Se considera que os programas nao incluem as nopoes de caracter geogra-
fico que considera indispensg.veis para a formapgo dos alunos indique 
quais as nopoes que deveriam ser acrescentadas ou pelo contrario eli-
minadas dos programas 
17.1.5. Indique quais os principais problemas que the surgiram ao ensinar estes 
programas 
17.1.6. Sugira inovapg'es que julgue poderem contribuir para a melhoria do ensi- 
70, 8°e 
no da Geografia nos y anos de escolaridade 
16 
444 
17. Prorrpmas 
17.2. Area A — Estudos Cientifico—Naturais 
11o ano de escolaridade 
Como sabe a disciplina de Geografia 4 opcional para o 11° ano desta Area 
de estudos e o programa 4 constituido por Geografia Fisica 
17.2.1. Diga se concorda ou discorda que o programa seja unicamente constituido 
por Geografia Fisica e indique as razes da sua resposta 
17.2.2. Indique os principais problemas que the surgiram ao ensinar este progra,- 
ma 
17.2.3. Sugira modificacoes no programa e/ou outras inovap5es nue julgue poderem 
contribuir para a melhoria do ensino da Geografia nester area de estudos 
445 
17. Propxamas 
	 17 
17.3. Area C — Estudos EconOmico—Soci?is 
Formap;o Vocaoional — Planeamento e Urbanismo 
10°e 11°  anos de escolaridade 
Como sabe a disciplina de Geografia faz parte do curriculo dos 10°e 11o 
anos da Formaoao Vocacional Planeamento e Urbanismo e'o programa 4 cons—
tituido por Geografia Humana 
17.3.1. Diga se acha que o conteddo do programa esti bem adaptado as necessida—
des e aos interesses dos alunos destaformacZo vocacional e indique as razes 
da sua resposta 
17.3.2. Indique os principais problemas que the surgiram ao ensinar este programa 
17.3.3. Sugira modificacoes no programa e/ou outras inova9Eies que julgue poderem 
contribuir para a melhoria do ensino da Geografia nesta formacao vocacional 
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17.Prorrrimas 
	 18 
17.4. Area D - Estudos Humanfsticos 
10oou 11o anos de escolaridade 
Como sabe a disciplina de Geografia 4 opcional para a 100ou 110anos desta Area 
de estudos e o programa 4 constituido por Geografia Humana 
17.4.1. Diga se acha que o conteddo do programa est bem adaptado As necessidades e 
aos interesses dos alunos desta area de estudos e indiclue as razes da sua 
resposta 
17.4.2. Indique os principais problemas que the surgiram ao ensinar este programa 
17.4.3. Sugira modifica9;es no programa e/ou outras inovacjes que julgue poderem 
contribuir para a melhoria do ensino da Geografia nesta Area de estudos 
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17. Programas 
  
19 
17.5.12°ano de escolaridade 
  
 
Via de ensino - lo,  2oe 30cursos 
 
      
Como sabe a disciplina de Geografia 4 opcional para os 1 , 2°e 3° cursos do 12oano 
de escolaridade 
17.5.1. Diga se considera que o programa de Geografia estA bem acaptado ls necessidades 
e aos interesses dos alunos do 12 ano e indique as razoes da sua respoata 
17.5.2. Indique os principais problemas que the surgiram ao ensinar este programa 
17.5.3. Sugira modifica9oes no programa e/ou outras inovapes que julgue poderem 
contribuir para a melhoria do ensino da Geografia no 12°  ano de escolaridade 
448 
17. Programas 
	 20 
17.6. 12°  ano de escolaridade 
Via Profissionalizante 
Curso:T4cnico do Ambiente 
Como Babe a disciplina de Geografia faz parte do currfculo do Curso de T4cnico 
do Ambiente e o programa 4 constituido por Geografia Urbana e Rural 
17.6.1 Diga se considera que o programa de Geografia estS bem adaptado as necessidades 
e aos interesses dos alunos do Curso de T4cnico do Ambiente e indique as razcies 
da sua zesposta 
17.6.2. Indique os principais problemas que the surgiram ao ensinar este programa 
17.6.3. Sugira modificagoes no programa e/ou outras inovagoes que julgue poderem 
contribuir para a melhoria do ensino da Geografia no Curso de T4cnico do 
Ambiente 
21 
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18. Crfticas e stages-6es relativas a este questiona:rio ou outras 
450 
Document D2.3 
Pilot 9th year pupils' questionnaire 
QUESTIONARIO  
Destinado aos alunos 
do 90 ano de escolaridade 
Nome da Escola Secundgria. 	  
Localidade 	  
1. DATA DE NASCIMENTO do aluno 
Dia 	 Mes 	 Ano 
q 
2. SEXO ( Ponha uma cruz no quadrado apropriado) 
Masculino Feminino 
3. AREA VOCACIONAL - Indique a area vocacional que frequenta no 9o ano de esco- 
laridade 
4. CLASSIFICA9OES OBTIDAS - Indique as classifica9Oes que obteve no 3o 
 periodo 
em Portugues, Geografia a Matemgtica nos 7o e 8o anos de escolaridade 
ClassificaOes obtidas no 3°  period() 
Portugues Geografia MatemAtica 
q E 
5. ORDEM DE PREEl*INCIA DAS DIFERENTES DISCIPLINAS (1 a 11) - Indique a ordem 
de preferencia que tem pelas diferentes disciplinas colocando o ntimero 1 no 
quadrado correspondente a disciplina 
que prefere, o ntimero 2 no quadrado 
correspondente a disciplina que pre-
fere em segundo lugar e assim suces-
sivamente ate 11. Deixe em branco 0 
quadrado correspondente b. lingua es-
trangeira que rao frequenta. 
Nota - A disciplina de Religigo e 
Moral CatOlicas nio foi incluida por 
ser facultativa. 
Portugues 
Frances 
Ingles 
Alemlo 
Matemgtica 
Histdria 
Geografia 
Biologia 
C. Fisico-Quimicas 
Desenho 
Area Vocacional 
Educapao Fisica 
rp •
a  
a 
a 
a 
a 
a 
7°  ano de escolaridade 
8o ano de escolaridade 
6. GEOGRAFIA 
6.1. Se incluiu a disciplina de Geografia entre as seis primeiras disciplinas 
que indicou por ordem de preferencia, assinale corn uma cruz as tres prin-
pais razes que o(a) levaram a colocg-la entre as disciplinas que rela-
tivamente mais the agradam 
(a) A disciplina de Geografia dk-me os conhecimentos necessgrios 
para poder orientar-me atravgs da utilizaglo da bdssola e para 
localizar a minha Escola, a localidade onde vivo, Portugal,etc., 
atraves do uso de plantas e de mapas 
(b) A disciplina de Geografia permite-me adquirir conhecimentos so-
bre os aspectos flsicos do Globo ( relevo, clima, vegetagio,...) 
(c) A disciplina de Geografia permite-me adquirir conhecimentos so-
bre os aspectos humanos do Globo ( populacio, actividades eco-
nOmicas,...) 
(d) A disciplina de Geografia ajuda-me a compreender os principais 
problemas sociais e econdmicos do Mundo actual e as possiveis 
solucoes para os resolver 
(e) A disciplina de Geografia fornece-me conhecimentos que me sera.° 
dteis no futuro 
(f) Nas aulas de Geografia o Professor organiza actividades varia-
das: trabalhos de grupo, trabalhos individuais, leitura de ma-
pas, execucio de grAicos, etc. 
(g) Nas aulas de Geografia o Professor usa diferentes meios audio-
-visuais: projector de diapositivos, projector de filmes,retro-
projector,etc. 
(h) A disciplina de Geografia a fgcil 
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6.2. Se incluiu a dislciplina de Geografia entre as cinco dltimas disciplinas 
que indicou por ordem de preferencia, assinale com uma cruz as trts prin-
cipais razoes que o(a) levaram a colocg-la entre as disciplinas que rela-
tivamente menos the agradam 
(a) Nao gosto do estudo dos aspectos flsicos do Globo terrestre (relevo, 
clima, vegetaggo, etc.) 
(b) Nao gosto do estudo da Geografia Humana (populaao, caracteristicas 
e distribuicao espacial das principais actividades econgmicas e dos 
centros urbanos, etc.) 
(c) A disciplina de Geografia ngo me ajuda a compreender os problemas 
sociais e econdmicos do Mundo actual e as possiveis soluciies para 
os resolver 
(d) A disciplina de Geografia nio me fornece conhecimentos que me serao 
dteis no futuro 
(e) As aulas de Geografia sgo mongtonas porque o Professor nao organi-
za actividades variadas : trabalhos de grupo, trabalhos indivi-
duais, leitura de mapas, execucgo de grgficos, etc. 
(f) As aulas de Geografia sio pouco interessantes porque o Professor 
nad usa diferentes meios audio-visuais : projector de diapositi- 
vos, projector de filmes, retroprojector, etc. 
(g) A disciplina de Geografia e dificil 
(h)Aimateria de Geografia e toda para decorar 
453 
6.3. Indique se o estudo dos seguintes aspectos da Geografia the agrada, 
the a indiferente ou the desagrada (Ponha uma cruz no rectgngulo apropriado) 
Agrada-me 2-me Indiferente Desagrada-me 
Geografia Fisica 
6.3.1. Estudo do relevo 
6.3.2. 	 " 	 " clima 
6.3.3. 	 " 	 " vegetaggo 
Geografia Humana/Econdmica 
6.3.4. Estudo da populaggo 
6.3.5. 	 " 	 " 	 actividade agricola 
6.3.6. 	 " 	 II 	 II 	 industrial 
6.3.7. 	 " 	 IIII 	 comercial e 
dos transportes 	 • 
6.3.8. Estudo dos aglomerados popula-
cionais 
6.3.9. Estudo do desenvolvimento econd-
mico 
Geografia Regional 
. 
6.3.10. Estudo de grandes regaies ou 
continentes 
6.3.11. Estudo de Portugal Continental 
e Insular 
6.3.12. Estudo de outros parses 
6.3.13. Estudo da regigo onde estA 
situada a Escola 
6.3.14. Leitura e interpretacgo de 
mapas 
6.3.15. Leitura e execucgo de grd- 
ficos 
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7. De uma definicio de Geografia 	 5 
8. Fags observavies e suges6-es sobre a disciplina de GEOGRAFIA 
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Document D2.4  
Pilot 12th year students' questionnaire 
QUESTIONARIO  
Destinado aos alunos 
do 12° ano de escolaridade 
que frequentam a disciplina de Geografia 
Nome da Escola SecundAria 	  
Localidade 	  
1. DATA DE NASCIMENTO 
Dia 	 Mes 	 Ano 
I. 
2. SEXO 
M 	 F 
El El 
3. AREAS DE ESTUDO  
3.1. Indique a Area vocacional que frequentou no 9° ano de escolaridade 
90ano de escolaridade 
Brea vocacional 
3.2. Indique a Area de estudo e a formasio vocacional que frequentou nos 10°  e 11°anos  
de escolaridade 
10°ano 
trea de Estudo Formaca'o Vocacional 
  
11°ano 
  
3.3. Indique a via de estudo e o curso que frequenta actualmente no 12° ano de esco- 
laridade 	 Via de Estudo 	 Curso 
12°ano 
3.4. Indique quais as disciplinas que frequenta no 12° 
 ano de escolaridade 
3.5. Indique se frequentou a disciplina de Geografia nos 9°, 100  e 11o anos de esco-
laridade e a classificacao que obteve no 3o periodo em Geosrafia em cada um 
dos referidos anos Frequentou a disciplina 
de Geografia 
Sim Nao 
9° ano 
C1assificnc7o obtida 
0 
no 3 poi-Icy:0 
pm Coografia 
	
10°ano 	 :::] 
	
110 ano 
	 r--1 	 r--1 
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1.6. Indique as classilicies que obteve no 3°  n'rio'io em Portupou;s e Filosofia no 
10°  e 11 anos de escolaridade 
Portue,us 	 Filosofia 
10° ano de escolaridade 
11o ano de escolaridade 
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4.2. Indique qual o interesse que tem pelo estudo das diferentes partes da 
Geografia 
Muito 
Interes- 
se 
Bastante 
Interes- 
se 
Pouco 
Interes- 
se 
Nenhum 
Interes-
se 
Geografia Fisica 
4.2.1. Geomorfologia 
4.2.2. Climatologia 
4.2.3. Meteorologia 
4.2.4. Biogeografia 
Geografia Humana / Econamica 
4.2.5. Geografia da Populaggo 
4.2.6. 	 II 	 Rural 
4.2.7. 	 11 	 Industrial 
4.2.8. 	 I, 	 do Comercio e dos 
Transportes 
4.2.9. 
	
w 	 Urbana 
4.2.10. 	 It 	 do Desenvolvimento 
Econcimico 
Geografia Regional 
4.2.11. Estudo de grandes regiaes 
ou continentes 
4.2.12. 	 Estudo de Portugal Conti- 
nental e Insular 
4.2.13. 	 Estudo de outros paises 
4.2.14. Estudo da Regigo onde esta 
situada a Escola 
4.2.15. Leitura e interpretacio de 
mapas 
4.2.16. Leitura e execucio de grg- 
ficos 
4.2.17. 	 Trabaiho de campo 
4.2.18. 	 Outra(s)- Indique qual 	 (is) 
460 
A 
5. De uma definiqao de Geografia 
• 
.1.D6 a sua opiniao sobre a maneira como o estudo da Geografia nos 7°, 8°  e 9°  anos 
poderia ser melhorado 
6.2. D; a elm opiniao sobre a maneira como o estudo da Geografia nos 10°, 11°  e 
12o anos de escolaridade poderia ser melhorado 
6.j. De a sua opiniao sobre a importancia dos conhecimentos adquiridos nas 
aulas de Geografia para a vida pratica 
Sem 
importancia 
De pequena 
importancia 
Importantes De grande 
importancia 
De fundamental 
importancia 
6.4. Explique resumidamente a resposta anterior 
461 
6.5. Indique segundo a sua opinlEo quaffs deviam ser os principais contributos  
da Geografia para a Educacio dos jovens 
7. Pianos futuros  
7.1. Indique o que planeia fazer apOs a conclusa.o do 12° ano de escolaridade 
Frequentar a Universidade 
Frequentar um Curso Medic) 	 El 
Procurar um emprego 
7.2. Se planeia continuar a estudar indique por ordem decrescente de prefe-
rencia os cursos que gostaria de frequentar 
l a preferencia 
2a preferencia 
3a preferencia 
7.3. Se ngo tenciona continuar a estudar indique por ordem decrescente de 
de preferincia os ramos de actividade que mais the interessam 
1a preferencia 
2 preferencia 
3a preferencia 
8. Outras opiniges ou sugestges sobre a disciplina ou sobre o ensino da Geo-
grafia 
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Document D2.5  
Teachers' questionnaire 
Covering letter  
MINISTRIO DA EDUCACAO E DAS UNIVERSIDADES 
DIRICCAO.GIRAL DO INSINO SECUNDARIO 
Exm2 Senhor 
Presidente do Conselho Directivo 
da Escola Secunderia 
OFICIO-CIRCULAR N2 110/83 
P9 12D/PM/2/23 
Lisboa, 3 de Junho de 1983 
ASSUNTO: GEOGRAFIA - INQUERITOS  
1. Por despacho de 31.5.83, da Exm2. Senhora Directora-Geral, foi autoriza 
do o langamento nas Escolas do inquerito que se junta em anexo, organi-
zado pela professora Drt. Maria Manuela Aurelio Ferreira, no ambito de 
um conjunto de actividades de investigacao em que se encontra empenhada. 
2. Os questionirios destinados aos PROFESSORES constam de duas partes: 
- A 1,?. parte (pp 2 e 3) e para ser respondida, exclusivamente, pelo DE-
LEGADO. 
- A 22 parte (pp 4 a 13) a para ser respondida, individualmente, por ca da 
um dos PROFESSORES da disciplina, incluindo o prOprio DELEGADO. 
3. Solicito a V. Ex2. que empreenda as diligencias necesserias no sentido 
p1.2N---- de que todos os inqueritos - de PROFESSORES e de 	 OS - possam ser en 
viados a esta Direcgio-Geral depois de devidamente preenchidos. 
Com os melhores cumprimentos. 
A DIRECTORA DE SERVICOS, 
/AC 
	 (MARIA FERNANDA OLIVEIRA) 
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Document D2.6  
Teachers' questionnaire  
First reminder letter  
Maria Manuela A. Ferreira 
Rua de Entrecampos, 58 - 32 Esq. 
1700 Lisboa 
Exmo(a). Senhor(a) 
Presidente do Conselho Directivo da 
Escola Secundaria 	  
Lisboa, 4.7.1983 
Assunto: Geografia  - Inqueritos 
No ambito do conjunto de actividades de investigagao que tenho vindo a realizar 
sobre Problemas de Desenvolvimento Curricular em Geografia, fui autorizada por de spacho 
de 31.5.83, da Exma. Senhora Directora-Geral do Ensino Secundario, a Ungar questionarios 
dirigidos aos Professores de Geografia, os quais foram enviados no principio do mes de 
Junho a todas as Escolas Secundarias. 
Nao tendo sido recebidos ate agora os questionarios referentes a essa Escola, venho 
solicitar a V.Exa. que empreenda as diligencias necessarias para que os questionarios depois 
de devidamente preenchidos sejam enviados a. Direccao-Geral. 
Agradecendo desde ja toda a atencao prestada a este assunto, envio os meus 
melhores cumprimentos. 
(Maria Manuela A. Ferreira) 
464 
Document D2.7 
Teachers' questionnaire 
Second reminder letter  
Maria Manuela A. Ferreira 
Rua de Entrecampos, 58 - 32 Esq. 
1700 Lisboa 
Exmo(a). Senhor(a) 
Presidente do Conselho Directivo da 
Escola Secundaria 	  
Lisboa, 24.7.1983 
Assunto: Geografia  - Inqueritos 
No ambito do conjunto de actividades de investigacao que tenho vindo a realizar 
sobre Problemas de Desenvolvimento Curricular em Geografia, fui autorizada por de spacho 
de 31.5.83, da Exma. Senhora Directora-Geral do Ensino Secundario, a lancar questionarios 
dirigidos aos Professores de Geografia, os quais foram enviados no principio do mes de 
Junho a todas as Escolas Secundarias. 
Nab tendo sido recebidos ate agora os questionarios referentes a essa Escola, junto 
em anexo uma copia do Officio-Circular n2 110/83 da Direccao-Geral do Ensino Secundario, 
assim como das 14 e 2a panes do questionario, solicitando a V.Exa. que empreenda as 
diligencias necessarias pars que os questionarios, depois de devidamente preenchidos, 
sejam enviados a Direccao-Geral. 
Agradecendo desde já toda a atencao prestada a este assunto, envio os meus 
melhores cumprimentos. 
(Maria Manuela A. Ferreira) 
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Document D2.8  
Students' questionnaire 
Covering letter 
Maria Manuela A. Ferreira 
Rua de Entrecampos, 58 - 32 Esq. 
1700 Lisboa 
Exmo(a). Senhor(a) 
Presidente do Conselho Directivo da 
Escola Secundaria 	  
Lisboa, 8.4.1984 
Assunto: Questionarios de Geografia 
No ambito do conjunto de actividades de investigacao que tenho vindo a realizar 
sobre Problemas de Desenvolvimento Curricular em Geografia, fui autorizada por despacho 
de 31.5.83 da Exma. Senhora Directora-Geral do Ensino Secundario, a lancar nas Escolas 
questionarios dirigidos a alunos, que se enviam em anexo. 
Os questionarios sab destinadas a alunos de 	 turma(s) do 99 ano de escolaridade 
e a alunos de 	 turma(s) do122 ano de escolaridade inscritos na disciplina de Geografia, 
devendo as turmas ser escolhidas aleatoriamente e os alunos responder individualmente. 
Urn tempo lectivo devera ser suficiente para os alunos preencherem integralmente 
o questionario. 
Solicita-se a V.Exa. que, depois de devidamente preenchidos, mande remeter os 
questionarios para a morada acima indicada. 
Agradecendo desde toda a atencao prestada a este assunto, envio os meus melhores 
cumprimentos. 
(Maria Manuela A. Ferreira) 
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Document D2.9 
Students' questionnaire 
Reminder letter  
Maria Manuela A. Ferreira 
Rua de Entrecampos, 58 - 32 Esq. 
1700 Lisboa 
Exmo(a). Senhor(a) 
Presidente do Conselho Directivo da 
Escola Secundaria 	  
Lisboa, 10.5.1984 
Assunto: Questionarios de Geografia 
No ambito do conjunto de actividades de investigacao que tenho vindo a realizar 
sobre Problemas de Desenvolvimento Curricular em Geografia, fui autorizada por de spacho 
de 31.5.83, da Exma. Senhora Directora-Geral do Ensino Secundario, a lancar questionarios 
dirigidos a alunos dos 92 e 122 anos de escolaridade, os quais foram enviados a essa Escola 
em 8.4. 84. 
Yd.° tendo recebido ate agora os referidos questionarios, venho solicitar a V.Exa. 
que empreenda as diligencias necessarias para que os questionarios, depois de devidamente 
preenchidos, sejam enviados para a morada acima indicada. 
Agradecendo desde ja toda a atencao prestada a este assunto, envio os meus 
melhores cumprimentos. 
(Maria Manuela A. Ferreira) 
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Document D2.10 
Teachers' questionnaire 
2 
OUESTIONARIO 
is Parte 
Destina-se a ser respondida pelo 
Professor Delegado de Geografia 
Nome da Escola Secundaria 	  
Morada 	  
Localidade 	  Telefone 	  
1. Tipo de Escola SecundAria 
1.1. Oficial 
	
D 
Anos 
7o 
	
8° 90 100 11° 12°  
ED El El (17 El ED 
Outro tipo (especifique) 	  
2. Ntimero de alunos inscritos em Geografia 	 Ntimero 
Sexo 
Particular 
1.2. Escola Secund‘ria com 
2.1. Ntimero de alunos dos 10°  e 11°  
anos inscritos em Geografia 
2.2. Amer° de alunos do 12° 
 ano 
inscritos em Geografia 
Area A - 11° ano 
10o ano 
Area C.1.-• 11 ° ano 
Area D - 10°  ou 11°  
anos 
Via de Ensino 
1o Curso 
20 	 ,11 
3o 
Via Profissiona-
lizante Tecni-
co do Ambiente 
Opcao Planeamento e Urbanism° 
0-19% 20-39% 40-5T4 60-79% I +.de 80%.  
3 
3. thimero de Professores que ensinam Geografia na Escola 
3.1. 'timer° de Professores com horgrio diurno 	 CI 
468 
ft 	 ft 	 ft 	 misto (diurno + nocturno) 
It 	 It 	 n 	 tt 	 nocturno 
3.2. Viimero de Professores Profissionalizados 
em Formaggb em Exercicio 
com Habilitaggo PrOpria (sem Formaggo 
em Exercicio) 
com Habilitaggo Suficiente 
Sim 	 Nao 
4. Existe na Escola Delegado PedagOgico de Geografia? 
	 CI 
5. Sala de Geografia 
5.1. Ntimero de salas especialmente equipadas para o ensino da 
Geografia existentes na Escola Secundiria 
5.2. A sala(s) de Geografia 4(sgo) exclusivamente usada(s) 	 Sim 	 Ngo 
para o ensino da Geografia? 
	 CI 	 CI 
5.3. Se respondeu ngo a 5.2. calcule a percentagem de ocupaggo da(s) sala(s) por 
aulas de Geografia 
5.4. Indique o nIlmero semanal de horas de Geografia dos 7°, 8° e 9° anos 
que sgo dadas na(s) referida(s) sala(s) 
	
El 
5.5. Indique o ndmero semanal de horas de Geografia dos 10°, 11°:e 12°  anos 
que sgo dadas na(s) referida(s) sala(s) 
	
El 
6. Indique qual a quantia que foi atribuida durante o ano lectivo de 1981-1982 
para a aquisiggo de material destinado ao ensino da Geografia 
Sim 
7. Existe na Escola um microcomnutador? 
469 
4 
2a  
Destima-se a ser respomdida per todos os Professores 
que ensina'n Geografia ma Esccia Secumdgria 
Um questiOmgrio rasa cada Profes3or de Geografia  
Nome da Escola Secundiria 	  
Localidade 	  
3. Idade do(a) Professor(a) 
9. Sexo 	 1:=3 
10. Dele,Tado(a) de Oeografia 
11. Delegado(a) Pedagdgico(a)  
Sim 	 Ngo 
Sim 	 Ngo 
12.1. Habilitacaes academicas  
a) Licenciatura em Geografia 
b) Bacharelato em Geografia 
c) Outra licenciatura ou bacharelato. Indique qual 	  
d) Se ainda nio concluiu uma licenciatura ou um bacharelato, indique se esti 
Estou Ngo estou 
actualmente a frequentar um curso e qual 	
El 
Curso 	  Universidade 	  
e) Se nio tem uma licenciatura ou um bacharelato em Geografia indique o nUmero 
de cadeiras de Geografia que ji possui 
f) Curso de Cigncias Pedaegicas 
g)Outras habilitag6es academicas 	  
12.2. Habilitac6es nrofissionais  
a) SstAgio Pedag6gico 	 ED ou Formaci-o em Exercicio 
NRo Sim 1°  
b) Esti actualmente a fazer a Formagio em Exercicio? Ano 
2° 0 
c) Cutras habilitacges profissionais 	  
13.1 Nximero de anos de ensino (ano lectio de 1982-1983 exclusiv6) 
13.2. Indique ha quantos anos ensina Geografia no - risfrx, Seaumec (1982 -1983 exclu- 
sive) 
470 
5 
14.1. No preserte ano lectivo tem neota Escola Z-ccundrda um hor:17c 
liurno 	 nocturne 71 	 mistc 
14.2. Indique o nUmero 	 horas semanais diurnao de Geo,7rafia clue lecciona no presen— 
te ano lectivo nesta Escola Secundgria 
14.3. Indique quais os anos e as areas em que ensina Geografia no rresente ano lectivo 
nesta Escola Secundgria 
7°  ano 
8° 
 ano 
9°  aro 
Area A — 11° ano 
ano 
Area C<=,11 o ano 
[10° ou 
:r JI 
 
Area D — 11 anos 
12°  ano — 10. 20 ou 3o 
Cursor 
[12° ano — T4cnico do Ambien— 
te 
14.4. Se no presente ano lectivo lecciona nesta Escola Secundgria outra(s)  
alem de GeoPrafi?, indique qual(aiq)  
15.1. Se ji esteve ou est actualmente envolvido(a) nura ou mais accOes de desenvolvi—
mento curricular (elaboraca.o de orojectos de novos programas, de fichas pedaegi—
cas, de textos de apoio, etc.) ou em aces de reciclagem — indique 
quais P quando 
	
15.2. Indique se jg exerceu em anos lectivcs antoriores o cargo de Delep:ado(a) de Geo—
Sim Nio 
rrafia 
 
15.3. Indique se ja: exorceu em anos anteriores o cargo do Or4entador(a) 	 Delemmo(al 
Sim 	 1,;ao 
Pedaggeico(a)  ED CD 
6 
16. MEitndos 
Assinale com um X a frequtncia ccm que u.sa cc diferentes m.4,todos do ensino ou 
c avaliac:;:n mac auras de Geografia. ar respostas sep=adas relativamente aos 
70. 8o e o anos de esc3laridade e aos 100„ 1 10  e 120  anon de escolaridade  
Nota - No caso de haver situagges diferentes 	 Freq.uencia de Uso 
relativas aos varios anos dum mesmo 
curso, poder4 asslr.alar mais de uma 
coluna em dada linha especificando 
o ano e a area a que se refere 
Amos 
I 
I. 10ma ou 
, i :113.1S 
ivezes 
I por 
Uma 
vez 
por 
coin- 
:ma 
vez, 
por 
-It's 
Uma 
vez 
por 
:ri- 
Uma 
vez 
por 
ano 
Nunca 
zena mestre Isemana 
a) 0 Professor faz uma exposic:ao 
teorica da licao, os alunos 
tomam notas 
70 	 ,o 	 o 
, 	 ,b 	 e9 
400, 
	 110e 	 1201 
b) 0 Professor faz uma exposigio 
te6rica da licg.o, os alunos 
tomam notas, fazem esquemas, 
elaboram mapas, etc. 
7o, 8o e 90 
10o, 	 11oe 12o  
c) 0 Professor dialoga com os 
alunos, os quais tomam notas 
70,  8o e 90 
100, 	 11°c 120  
d) 0 Professor dialoga com os 
alunos, cs quais tomam notas, 
fazem esquemas, elaboram ma-
pas, etc. 
7o, 8o e 90  
. 
10°, 	 110e 12o 
e) 0 Professor dita apontamentos 70. 80 e 90  
10°, 	 110e 12°  
f) 0 Professor propcie um trabalh• 
individual para ser feito 
durante a(s) aula(s). A expo-
sigio do trabaiho 6 seguida d-
discussio envolvendo todos os 
alunos da classe 
7o, 8o e ,o 
10°, 	 11°e 120 
g) 0 Professor propOe um trabaib. 
para ser feito por pequenos 
grupos durante a(s) aula(s). 
A exposicg.o do trabalho 6 se-
guida de discussao envolvendo 
todos os alunos da classe. 
70, 8o  e 90  
10°, 	 11°e 120  
h) 0 Professor prop;e um trabaihJ 
individual pratico (ex. leitu-1 
ra de um mapa, execucao de um 
grifico,...) para ser feito 
durante a aula, seguido de 
discussiio dos resultados obti 
dos envolvendo todos os aluno-1G°, 
da classe 
7°, 8° e 9°  
11°2 129 
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472 
7 
16. M6todos de Ersro e  d' Ava"aor7c (cont!.r.u-.c,47e) 
FreouNc!.a de Uso 
Amos 
:ma ou 
mais 
yeses 
por 
semana 
Uma 
vez 
por 
cuin- 
Uma 
vez 
por 
mc7.z 
7ma 
yes 
per 
tri- 
I.:ma 
vez 
por 
ano 
Nurca 
zena mestre 
i) 0 Professor propOe um trabalho 
pritico para ser executado por 
pequenos grupos durante a(s) 
dos resultados obtidos envol-
do todos os alunos da classe 
7°, 8°  e 9°  
aula(s), seguido de discussgo  
10°,11°e 121 
j) Um aluno prepara um tema em Ca-
sa que expoe durante a aula. A 
exposicgo 4 seguida de,discus-
sib envolvendo todos os alunos 
da classe 
0  
7 , 8°  e 9o 
10°,11°e 129 
k) Um grupo de alunos prepara um 
tema em casa. A exposiggo do 
trabalho é seguida de discussgo 
envolvendo todos os alunos da 
classe 
7o , 8o e 91 
10°,11°e 12 
1) 0 Professor apresenta durante a 
alas, um filme, uma s4rie de dia 
positivos...; os alunos tomam 
notas e discutem o que virarn 
7o, 8o e 90 
10°,11°e 	 12o1 
m) 0 Professor organiza um jog 	 ou 
um exerccio de simulaggo de ca 
rioter geogrgfico cora a class:10 
70, 80 e Qo 
o ,11°e 120 
 
n) 0 Professor propeie que os alu-
nos fagam um inquerito fora da 
Escola, seguido de apuramento e 
discussgo dos resultados obti- 
dos na aula 
7°, 8°  e 9
o 
10o,11oe 120  
. 
o) 0 Professor da uma prova de ava 
- 	 - liaggo com aviso previo, nao 
permitindo que os alunos usem 
livros ou apontamentos durante 
a prova 
,o 
f 	 ' 8o  e 9o 
100,11oe 12o  
p) 0 Professor di uma prova de ava 
liaggo com aviso previo, perms- 
tindo que os alunos usem livros
ou anontamentos durante a nrova 
„o 	 o f 	 8 	 e 9o 
'
_ r
10o,11oe 120  
q) 0 Professor di uma prova de ava 
liaggo sem aviso pr6vio e ngo - 
permitindo flue os alunos usem 
Livros ou anontamentos durante 
a orova 
70, 8o e 90 
10°,11oe 12°  
.. 
T.) 0 Professor da um a prova de av
a iiagao sem aviso pr4vio, permi-6 
tindo que os alunos usem livros
ou anontamentos durante a orova 
70, 80 e 90 
10o010e 120  
s) C Professor da uma rrova de av
a ,. liagao pratica, ex. leitura de 
um nada, interpretao de P72T.- 
etc. ..... 
7o, So e 90 
o „.. 	 ,c 1Q 
	 ,., 	 e 	 14 
t) (,U1no7) mtodc;7; de enziro o., 
de avalac:7n - 	 .-ne-'; ,  
	  10 	 ,1l'^ 	 14 
.,o 	 ,o 	 -0 1  
0 	 -o 
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17. Xa-zerial de 12ine 
Azsinale con. um X a frocunc:la cow que u.,1'7a os diferenpes 	 ecuipa- 
mento ou 	 matori7.1 de ensine. D respostas oeparadas rel:ILivamente aos 70 , 
8°  e 9°  anos de escolaridade e aos 1CO3 .110 o 12°  anon de 7.,s,-elaridade. 
No caso de nio existirem na Escala coloque um X na Ultima coluna. 
Nota - No caso de haver situacCies 
diferentes relativas aos 
varios anos dum mesmo curso, po- Preque'ncia de Utilizagao 
deri assinalar mats de 
em cada linha especificando 
e a area a que se refere 
uma coluna 
0 ano 
. 
kncs 
Uma ou: 
mais
vezes 
por 
3emanmIzena 
	
Uma 	 1 Umal 
	
H.,ez 	 Ivezivez 
	
!por 	 Iporipor 
,7,11in-I, m;is; tri- 
Ura 
Imestrei 
1 Uma ; 
!ve,1 
1 anoI 
!;--, : 
Nunca I Na 
1 existe 
I na 
Escola 
I 
I 
1 i 
Equipamento visual e sonoro 
Retroprojector 
7o,  8o e 90 ) 
10°,11°p 
	 1.7:4  I 
Projector de diapositivos 
7o 	 Floe 90 i 
100. 
 
,110 e 	 12° 
: 
Epidiascdpio 
7o. so e 90 
100.110o 12°  
Projector de filmes de 
in MM 
7o. 8o e ,o I 
100.110e 120 
Projector de filmes de 
8 mm 
70.  80 e 90 
 
10°.11°e 12° 
 
Receptor T.V. 
70 	 go e co 
loo.lioe 12o 
Video 
70 	 so e ,o 
10°. 11°e 12°  
Gravador 
7o. 80 e 90 
10°,11°e 12° 
Outro equipamento visual 
e sonoro - especifique 
70, go e 90 
10°,110e 12°  
Mapas, globo e fotografias 
. 
Plantas 
7o. soe 90 
10°,11°e 12° 
Mapas topograificos. 
7o. so e 90 
. 
10°, 	 11°e 	 12° 
Mapas de pequena escala 70, 
go e 90 
 
10°, 	 11°e 120  
Mapas geoldgicos 
70 	 80  r 	 , 	 e 	 90  
100, 	 11°e 12° 
(utr9s mapas tematico agricolas e florestais, 
de capacidade de use dos 
solos,etc.)- especifique 
 	 10° 	 11°e 	 12°  
7°, 83 e 9°  
, 	 6 	 e o 	 o 	 .0 . 
Mapas em relevo 10°, 	 11°o' 1 
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17. Material de Encino  
Frequclneia de 7tilizaci:o 
1.- 
..ma 
	 e,.l 	 _ma 	 1Uma , :,:a 	 1-7..al.'.unca 
I. 	 1 	 -I ma.:Ls 	 yea 	 lie,,ivez 	 Ivez' 
vezec 	 !ror 	 Iporlpor 	 iporl 
r• 	 . 	 p 	 - 1 - 	 !ano' par 	 ,auln-lmt,ctri 
:-Iemanalzena 	 1 i mestre 
1Nao 
existe 
ra 
Escola 
;trios 1 	 I 	 1 , 	 . 
Mapas em transparencias 70 o e  1
9
2° 
! • n 
17,00 110
so e 
Mapas policopiados 
e  
100.,11
8
0. -1 Q0  
Atlas 7°. 8° e 9° 
10°,11°0 	 12° 
Outros mapas - especifi- 
que 	 7
o
, 8o  e 9o 
 	 10°,11°  e 	 12° 
 
Globo 
70, 8o e 90 
100,11°e 	 12° 
Fotografias aereas 
70.  80 e 90 
100,110 e 	 12° 
Outras fotografias - es- 
p ecifique 	  
	
 	 10°,11°  e 12°  
7°, 8° e 9o 
Equivamento de neteorologia 
TermOmetros virios 
70.  8o 	 90 
10°, 	 11°0 	 12° 
HigrOmetro 7o.  80 e 90 
100, 	 11°e 	 12° 
Pluvicimetro 
70,  go e 90 
100,110 	 .. 	 12° J 
' 	 BarOmetro 
70,  80 e 90 
100,110 e 	 120  
A 
7
nemdmetro 	 0.  8o e 90  
10°, 	 11°e 	 12° 
Helioscdpio 
70, so e 90 
10°, 	 110e 120  
Mapas sinOpticos 
7o. 8° e 90 
100, 	 11°e 12°  
Outro equipamento - esce- 
cifique 	
 
70. so p 90 
Outro material 
Bdssola  7°, 8 	
ao 
10°, 	 11° 	 12°  
Planetario 
.7.0. 	 80 	 e 	 q0 
100,110 	 e 	 120 
Amostras de minerais e 
de rochas 
70. 	 (c., 	 e 	 '-)s. 
400,110 	 ,? 	 12° 
Tabelas de dr,. do,, , sta- 
“sticos 
-o 	 1° 	 ,:,,,°, I 	 ; 
-......_, 
100. 	 lioe 	 120  
Calculadora lc 	 go -7o 	 , 
1 -'
•
1 1''', 	 12'.  .) 	 , 
futro mater of 
- ez recl- 
ficu^ ........ ........... 
:,.7 	 e 
' 	
. • • 	 r, 	 • t 
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is.Trabalho de camno, viitas 	 excuTT.O-es 	 10 
18.1. Indique se considers estas actividades indispns,ivais pars o ensina da Geografia 
Sim 	 tiao 
18.2.Indique as razoes da resposta dada em 18.1.. 
	
 
18.3.Indique as dificuldades que encontra para a realizacgo destas actividades 	  
18.4.Relativamente ao ano lectivo de 1982-1983 indique quais as actividades que js  
realizou, assim como o tempo gasto em efectua:-las. Se planeia realizar outras 
actividades durante o corrente ano lectivo indique igualmente quads 
Ano 
e 
Area 
Actividades realizadas 
ou. 
planeadas 
Tempo 
7° ano 
8° 
 ano 
9°  ano 
Area A 
11°ano 
Area C 
10oano 
Area C 
11oano 
Area D 
• o 10o  ou 11°  
anos 
— 
12oano 
10,2% 3o 
cursos 
120ano 
Tecnico 
do Amolente 
476 
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19. Programas  
19.1. - 7°. 8°  e 9°  anes de escolaridade  
a) Indique seiundo a sua opiniao quais sio as contribuicOes especificas da Geo-
grafia para a formacio dos alunos que justificam a sua inclusio no curriculo 
do curso geral e digs se considera que os programas nao incluem algumas noceies 
de caricter geogrifico que considera indispensaveis para essa formagao 
b) Como sabe os conteudos gerais dos actuais programas de Geografia sao os 
seguintes: 7o ano - Geografia Fisica 
8°  
	
ano - 	 de Portugal 
	
9o ano - 	 Humana 
Indique quais as razes porous concorda ou discorda com os contelidos gerais 
dos programas e com a sequgncia adoptada e no caso de discordar sugira modi- 
ficagges que julgue poderem contribuir para a melhoria destes programas 
c) Indique-quais os principais problemas que the surgiram ao ensinar estes pro-
gramas e sugira inovagOes que possam contribuir para a melhoria do ensino da 
Geografia nos 7°, 8°  e 9° anos de escolaridade 
477 
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19. Pro,71-amas 
19.2. - IC°, 110  e 120  ._nes de escolarida:ie  
D6 a sua opiniao relativamente aos programas de Geografia dos Cursos 
Complementares que ja ensinou em anos anteriores ou que ensina actualmente 
( Area A - 110ano ; Area C - 100e 110anos ; Area D -100 ou 11°  anos ; 
12oano - 1°, 2o 	 _o e 	 cursor ; 12° ano 	 Tecnico do Ambiente ) 
rota - Utilize uma TAgina para cada programa e indique clararnente a area ou curso 
e o ano a que se refere 
Area ou Curso  	 Ano(-) 
	  
a) Diga se considera que o programa de Geografia esta bem adaptado as necessida-
des e aos interesses dos alunos do(s) referido(s) ano(s) e area ou curso e 
indique as razes da sua resposta 
b) Indique os principais problemas que the surgiram ao ensinar o referido progra-
ma 
c) Sugira modificacjes no programa e/ou outras inovag3es que julgue poderem con-
tribuir para a meloria do ensino da Geografia na referida area ou curso 
478 
1 3 
19. Pro camas  
19.2. - 100, 11°  a 12° anos de escolar4 dade (centinuaco) 
Area ou Curso  	 AnaLLI 	  
a) Diga se considera que o programa de Geografia ester bem adaptado as necessida-
des e aos interesses dos alunos do(s) refPrido(s) ano4s) e area ou curso (s) 
e indique as razoes da sua resposta 
b) Indique os principais problemas que the surgiram ao ensinar o referido pro-
grama 
c) Sugira modificacges no programa e/ou outras inovagO'es que julgue poderem 
contribuir para a melhoria do ensino da Geografia na referida area ou curso 
Nota - Se precisar de mais paginas para dar a sua opiniao sobre os programas 
0 	 0 de outras areas ou.outros cursos dos 10 , 11 e 12o anos de escolari- 
dade farce o favor de fazer fotocr,ias desta prigina 	 cu juntas uma 
folha onde indicarri a itrea ou curso e r_(c) arc.(s) a cue se refere e 
onde mescionar as al:r_neas a) . 
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Document D2.11  
9th year pupils' questionnaire 
QUESTIONARIO  
Destinado aos alunos 
do 9° 
 ano de escolaridade 
Nome da Escola Secunaxia 
	  
Localidade 	  
1. DATA DE NASCIMENTO do aluno 
Dia 	 Me's 
 
Aho 
El 
   
   
   
2. SEXO ( Ponha uma cruz no quadrado apropriado) 
  
Masculino Feminino 
3. AREA VOCACIONAL - Indique a Area vocacional que frequenta no 9°  ano de esco- 
laridade 
4. CLASSIFICA9OES OBTIDAS - IndiqUe as classifica9Oes que obteve no 3°  periodic. 
em Portugues, Geografia e Matem&tica nos 7o e 8o anos de escolaridade 
Classificag5es obtidas no 3°  period(' 
Portugues Geografia Matematica 
70 ano de escolaridade 
8o ano de escolaridade 
 
El 
CI El CI 
 
 
5. ORDEM DE PREFERiNCIA DAS DIFERENTES DISCIPLINAS (1 a 11) - Indique a ordem 
de preferitsnoia que tem pelas diferentes disciplinas,colocando o ndmero 1 no 
quadrado correspondente a disciplina 
Portugues 
que prefere, o ndmero 2 no quadrado 
Frances 
correspondente a disciplina que pre- 
Ingles 
fere em segundo lugar,e assim suces- 
Alemgo 
sivamente,at4 11. Deixe em branco 0 
MatemAtica 
quadrado correspondente b, lingua es- 
Histdria 
trangeira que ngo frequenta. 
Geografia 
Biologia 
C. Fisico-Quimicas 
Desenho 
Area Vocacional 
Educapgo Fisica 
6. GEOGRAFIA 
6.1. Se incluiu a disciplina de Geografia entre as seis primeiras disciplinas 
que indicou por ordem de preferincia, assinale com uma cruz as tres prin-
pais razes que o(a) levaram a colocg-la entre as disciplinas que rela-
tivamente mais the agradam 
(a) A disciplina de Geografia dg-me os conhecimentos necessdiios 
para poder orientar-me atraves da utilizaglo da btissola e para 
localizar a minha Escola, a localidade onde vivo, Portugal,etc., 
atraves do_uso de plantas e de mapas 
(b) A disciplina de Geografia permite-me adquirir conhecimentos so-
bre os aspectos fisicos do Globo ( relevo, clima, vegetacgo,...) 
(c) A disciplina de Geografia permite-me adquirir conhecimentos so-
bre os aspectos humanos do Globo ( populac;o, actividades eco-
nOmicas,...) 
(d) A disciplina de Geografia ajuda-me a compreender os principais 
problemas sociais e econdmicos do Mundo actual e as possiveis 
solucoes para os resolver 
(e) A disciplina de Geografia fornece-me conhecimentos que me sell(' 
dteis no futuro 
Nas aulas de Geografia o Professor organiza actividades varia-
das: trabalhos de grupo, trabalhos individuais, leitura de ma-
pas, execucao de gr/ficos, etc. 
(g) Nas aulas de Geografia o Professor usa diferentes meios audio-
-visuais: projector de diapositivos, projector de filmes,retro-
projector,etc. 
(h) A disciplina de Geografia a fgcil 
480 
n 
3 
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6.2. Se incluiu a disciplina de Geografia entre as cinco tiltimas disciplinas 
que indicou por ordem de prefergncia, assinale com uma cruz as trgs prin-
cipals razoes que o(a) levaram a colocA-la entre as disciplinas que rela-
tivamente menos The agradam 
(a) Nao gosto do estudo dos aspectos fisicos do Globo terrestre (relevo, 
clima, vegetagao, etc.) 
(b) Nao gosto do estudo da Geografia Humana (populaggo, caracteristicas 
e distribuigao espacial das principais actividades econcimicas e dos 
centros urbanos, etc.) 
(c) A disciplina de Geografia no me ajuda a compreender os problemas 
sociais e econOmicos do Mundo actual e as possiveis solugOes para 
os resolver 
(d) A disciplina de Geografia nao me fornece conhecimentos que me serio 
liteis no futuro 
(e) As aulas de Geografia sao mondtonas porque o Professor nao organiza 
actividades variadas: trabaihos de grupo, trabaihos individuais, lei-
tura de mapas, execugao de graficos, etc. 
(f) As aulas de Geografia sao pouco interessantes porque o Professor nao 
usa diferentes meios audio-visuals: projector de diapositivos, pro-
jector de filmes, retroprojector, etc. 
(g) A disciplina de Geografia 6 d/ficil 
(h) A materia de Geografia a toda para decorar 
482 
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6.3. Indique se o estudo dos seguintes aspectos da Geografia The agrada, The 
indiferente ou The desagrada (Ponha uma cruz no rectIngulo apropriado) 
Agrada-me E-me Indi- 
ferente 
Desagrada-
-me 
Geografia Fisica 
6.3.1. Estudo do relevo 
6.3.2. 	 " 	 " 	 clima 
da vegetagao 6.3.3. 	 "
. 
Geografia Humana/Economica 
6.3.4. Estudo da populaggo 
6.3.5. 
	 " 	 " 	 actividade agricola 
6,3.6. 
	 " 	
It 	
" 	 industrial 
It 6.3.7. 	 "n 	 comercial e dos 
transportes 
6.3.8. Estudo dos aglomerados populacionais 
6.3.9. 	 " 	 do desenvolvimento econcimico 
Geografia Regional 
6.3.10. Estudo de grandes regi6es ou de con-
tinentes 
6.3.11. Estudo de Portugal Continental e 
Insular 
6.3.12. Estudo de outros paises 
6.3.13. 	 " 	 da regiao onde esti situada 
a Escola 
6.3.14. Leitura e interpretagio de magas 
6.3.15. Leitura. interpretagio e execuggo 
de grAficos 
7. D4 uma definiao de Geografia 
8. Faga observagoes e sugestoes sobre a disciplina de Geografia 
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Document D2.12 
12th year students' questionnaire 
1 
QUESTIONARIO 
Destinado aos alunos do 12°  ano de escolaridade 
inscritos em Geografia 
Nome da Escola Secundgria 
	  
Localidade 	  
1. Data de Nascimento 
Mgs 	 Ano 
2 Sexo 
. M F cp q  
3. Areas de Estudo  
3.1. Indique a area vocacional que frequentou no 9°  ano de escolaridade  
9° ano de escolaridade 
area vocacional 
3.2. Indique a area de estudo e a formacgo vocacional que frequentou nos 10°  e 11°  
anos de escolaridade  Area de Estudo 
	 Formacge Vocacional 
Dia 
f= 
10°  ano 
11°  ano 
3.3. Indique a via de estudo e o curso que frequenta actualmente no 12°  ano de 
escolaridade 	 Via de Estudo 	 Curso 
3.4. Indique quaffs as disciplinas que frequenta no 12°  ano de escolaridade 
3.5. Indique se frequentou a disciplina de Geografia nos jp, 10 	 11° 
 anos de 
escolaridade e a classificacgo que obteve no 3°  perfodo em Geografia em 
cada um dos referidos anos 
	
Frequentou a disciplina 	 Classificacao 
	
de Geografia 	 obtida no 3o perm,— 
Sim 	 Nao 	 do em Geografia 
	
9° 
 ano 	 ] 
	 a 
10°  ano 
	
11o ano 	 [13 c] 	 a 
3.6. Indique as classificag6.es que obteve no 3°  period() em Portugugs e Filoso— 
fia nos 10°  e 11°  anos de escolaridade 
Portugugs 	 Filosofia 
10°  ano 
11°  ano 
171 
r-f 
0 
o 
0 
a 
aS 
0
rl 
0 
a 
•r4 
,P4 
be 
O 
en 
O 
• eu 
s. 
o 
a 
E
s
t g
o  
a
ba
ix
o  
in
di
ca
da
s.
a
lg
u
m
a
s
 
 
r
a
z
8e
s  
te
r  
le
va
do
 
 
a
 
 
aC
▪ 
I 
0 
8 
• 
> OG  
r.1 
40 
• 
.0 
a 
as 
a 
O 
O 
P. 
a 
a 
a 
a' 
a 
to 
4.) 
$4 
0 
04 
*el 
a 
0 
a 
64 
0 
64 
P. 
a
0 
a 
4r1 
0 
a 
N 
O 
e.) 
In
di
qu
e
,
 
 
p
o
n
do
 
 
u
m
a
 
 
484 
De
 
 
fu
n
da
me
n-
ta
l
 im
po
r
-
tA
nc
ia
 
 
0 
.4-1  
..-1 
0 
X 
I. 
14 0 
0 +I 
as 
E 0 
•n•4 	 4 )  
Im
p o
r
-
ta
n t
e
 
 
De
 
 
p
e
q u
e
n
a
 
 
im
po
r
tA
nc
ia
 
 
I 
I 
E 
en 
to 
I 	 0 
6,4 •,1 
o a 
as 
a na 
..-• 	 4.) 
r
4.
1.
1.
 
 
Go
st
e
i
 de
 
 
e
s
tu
da
r  
Ge
o
gr
a
fi
a  
n
o
s
 
 
a
n
o
n
 
 
a
n
te
r
io
re
s
 
 
I 
4
.
1.
2.
 
 
E
s
to
u
 
 
in
te
r
e
s
s
a
do
 
 
e
m
  
a
p
r
o
fu
n
da
r  
o
s
 
 
m
e
u
s
 
 
c
o
n
he
c
im
en
to
s  
de
 
 
Ge
o
gr
a
fi
a  
F
is
ic
a  
[
 
4
. 1
.3
.  
A
 Ge
og
r
a
fi
a  
a
ju
da
-
m
e
 
 
a
 
 
c
o
m
pr
e
e
n
de
r
 
 
o
s
 
 
p
r
o
bl
em
a
s
 
 
r
e
fe
re
n
te
s
 
 
h 
Co
n
s
e
r
v
a
g
go
 
 
do
 
 
Am
bi
e n
te
 
 
4.
1.
4
.
 
 
E
s
to
u
 
 
in
te
re
s
s
a
do
 
 
e
m
  
a
p
r
o
fu
nd
ar
 
 
o
s
 
 
m
e
u
s
 
 
c
o
n
he
c
im
en
to
s  
de
 
 
Ge
o
gr
a
fi
a  
Hu
m
a
n
a
 
 
4.
1.
5
.
 
 
A
  G
e
o
gr
a
fi
a  
a
ju
da
-
m
e
 
 
a
 
 
c
o
m
pr
e
e
n
de
r
 
 
o
s
 
 
p
r
o
bl
em
a
s
 
 
s
cic
io
-
-
e
c
o
n
ci
mi
co
s  
p
o
r
t
u
gu
e
s
e
s
 
 
4.
1.
6
.
 
 
A
  G
eo
g
r
a
fi
a  
a
ju
da
-
m
e
 
 
a
 
 
c
o
m
p
r
e
e
n
de
r
 
 
o
s
 
 
p
r
o
bl
em
a
s
 
 
s
o
c
io
-
-
e
c
o
n
o
m
ic
o
s
 
 
do
 
 
Mu
n
do
 
 
a
c
tu
al
 
1 4
.
1.
7.
 
 
Ob
ti
ve
 
 
bo
ns
 
 
r
e
s
u
lt
ad
os
 
 
e
m
  
Ge
o
gr
a
fi
a  
n
o
s
 
 
a
n
o
s
 
 
a
n
te
r
io
re
s
 
 
1
 4.
1.
8.
 
 
Qu
er
o
 
 
e
s
tu
da
r
 
 
Ge
o
gr
a
fi
a  
n
a
 
 
Un
iv
er
si
da
de
 
 
4.
1.
9.
 
 
Ju
lg
o
 
 
q
u
e
 
 
o
s
 
 
c
o
n
he
c
im
en
to
s -
"
de
 
 
Ge
o
gr
a
fi
a  
m
e
 
 
s
e
r
go
 
 
u
te
is
 
 
pa
r
a
 
 
a
 
 
m
in
ha
 
 
fu
tu
ra
 
 
v
id
a  
pr
o
fi
ss
io
n
a
l
 
4
.1
 .
10
.
 
 
Ju
lg
o  
q
u
e
 
 
o
s
 
 
c
o
n
he
c
im
en
to
s
 
 
de
 
 
Ge
o
gr
a
fi
a  
m
e
 
 
s
e
r
go
 
 
dt
e
ii
s  
p
a
r
a
 
 
a
 
 
v
id
a  
p
r
A
t
ic
a  
4.
1
.1
1.
 
 
A 
d
is
c
ip
li
na
 
 
de
 
 
Ge
og
r
a
fi
a  
c
o
m
bi
na
 
 
be
m
  
c
o
m
 
 
a
s
 
 
o
u
tr
a
n
 
 
di
s-
c
ip
in
a
s
 
 
e
m
  
q
u
e
 
 
e
s
to
u
 
 
in
sc
r
it
o-
 
0 
0 
A 
a) 
ea 
• (1) 
O 6
• 
' 0 
0 
a) 	 0 
•0 	 I 0 	 F4 
'a 	 a) 
• > 
of C,1 7.4 rH  
r-4 0 0 
o m Ts 
6T rl CS 
a) 
cd 0 
1:1 O cd co 
4.4 
O 	 a1 
 0
ai 
-r4 
o 
a) C. 
013 
• la) 
• f-4 
a) 
C • of al
• 	
0  
ad 	 r,ad 
6 	 $
▪  
.1 
of 
sa cd 0 
ad 
• ea 
d 
485 
TO
O 
ts3 
C d 0 
De
 
 
fu
nd
am
en
-
ta
l 
im
p o
r
-
tg
in
ci
a  
Mu
it
o  
im
po
r
-
ta
n
te
 
 
...- 
1 H 0 0 -It 
" .., 
G a 
De
 
 
pe
qu
e
n
a
 
 
im
po
r
t a
n
c
ia
 
 
I 	 of Sr .... 
5 .—C 0 S. 40 
.... 
4.
1.
12
.  
0
 
Co
ns
e
lh
ei
ro
 
 
de
 
 
Or
ie
nt
ag
go
 
 
a
c
o
n
s
e
lh
ou
 
 
a
 
 
in
sc
r
e
v
e
r
-
m
e
 
 
e
m
  
C e
o
gr
a
fi
a  
4.
1.
13
.  
0 
me
u
 
 
Pr
o
fe
ss
o
r
 
 
de
 
 
Ce
og
r
a
fi
a  
do
 
 
11
°
 
 
a
n
o
 
 
a
c
o
n
s
e
lh
ou
 
 
a
 
 
in
sc
r
e
v
e
r
-
m
e
 
 
e
m
  
Ge
og
r
a
fi
a  
4.
1.
14
.  
Os
 
 
m
e
u
s
 
 
pa
is
 
 
o
u
 
 
u
m
  
a
m
ig
o
 
 
a
c
o
n
s
e
lh
ar
am
  
a
 
 
in
s
c
r
e
v
e
r
-
m
e
 
 
e
m
  
Ce
og
r
a
fi
a  
4.
1.
15
.  
A 
op
ga
o
 
 
de
 
 
Ge
og
r
a
fi
a  
e
r
a
 
 
a
 
 
Un
ic
a  
qu
e
 
 
s
e
 
 
a
da
pt
av
a
 
 
be
m  
a
o
 
 
m
e
u
 
 
ho
r
gr
io
 
 
4.
1.
16
.  
A
 Ge
o
gr
a
fi
a  
e
r
a
 
 
a
 
 
m
a
is
 
 
ig
ei
l 
da
s  
o
pg
5e
s  
ro 
..-n 0 sd 
4-4 
..-4 
ri A 
.,-, 0 
C/I 
..-1 
id 
1 
41,, 	 , 
cd 
•,-4 G.. 
ad $.4 b.0 0 
a) 0 
..4 
c•-• 
..— 
.cr 4.
1.
18
.
 
 
Os
 
 
m
e
u
s
 
 
a
m
ig
o
s
 
 
ta
mb
gM
 s
e
 
 
in
sc
r
e
v
e
r
a
m
 
 
e
m
  
Ce
og
r
a
fi
a  
4.
1.
19
.  
Ou
tr
a(
s)
 r
az
go
(g
es
) 
-  
in
di
qu
e
 
 
q
u
a
l(
a i
s)
 
486 
4 
4.2. Indique qual o interesse que tem pelo estudo das diferentes partes da 
Muito 
interesse 
Bastante 
Interesse 
Pouco 
Interesse 
Nenhum 
Interesse 
4.2.1. HistOria da Geografia 
Ceografia Fisica 
4.2.2. Geomorfologia 
4.2.3. Climatologia 
4.2.4. Meteorologia 
4.2.5. Biogeografia 
Geografia Humana / EcondMica 
4.2.6. Geografia da Populaggo 
4.2.7. 	 " 	 Rural 
4.2.8. 	 " 	 Industrial 
4.2.9. 	 “ 	 do Comercio e dos 
Transportes 
4.2.10. Geografia Urbana 
14.2.11. 	 It 	 do Desenvolvimento 
Econdmico 
Geografia Regional 
4.2.12. Estudo de grandes regijes 
ou continentes 
4.2.13. Estudo de Portugal Continen-
tal e Insular 
4.2.14. Estudo de outros paises 
4.2.15. Estudo da regiao onde esti 
situada a Escola 
4.2.16. Leitura e interrretacgo-de 
MataS 
4.2.17. Leitura. intervretacao e 
execucao de grificos 
4.2.18. Trabaiho de camno 
4.2.19. Outra(s) - Indiquo qual(ais) 
Sem 
importancia 
De pequena 
importancia 
Lmportantes De grande 
importancia 
De fundamental 
importancia 
5. D; uma definiq5o ex Geografia 
6.1.D6 a sua opiniao sobre a maneira como o estudn as Geografia nos 7°, 80  e 90  anos 
poderia ser melhorado 
6.2. De a sila opinilo sobre a maneira como o estudo da Geografia nos 10°, 11o e 
12o anos de escolaridade poderia ser melhorado 
6.3. De a sua opiniao sobre a importancia dos conhecimentos adquiridos nas 
aulas de Geografia para a vides oratica 
6.4. Explique resumidamente a resposta anterior 
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da Geografia para. a Educaggo dos jovens 
7. Pianos pare o futuro  
7.1. Indique o que planeia fazer a/3(5s a conclus'io do 12° ano de escolaridade 
Frequenter a Universidade 	 a 
Frequenter um Curso Medi° 
Procurar um emprego 
7.2. Se planeia continuer a estudar indique por ordem decrescente de prefe-
rencia os cursos que gostaria de frequenter 
la preferincia 
2a preferencia 
3a preferancia 
7.3. Se no tenciona continuer a estudar indique por ordem decrescente de 
de preferincia os ramos de actividade que mais the interessam 
1a preferincia 
2a preferincia 
3a preferincia 
8. Outras opini;es ou sugest;es sobre a discipline ou sobre o ensino da Geo-
grafia 
Rctulat Hog Ircthiltr.ic 
	 lh gh,c; 7?g  
'htIPtt(;Cf  

491 
Teachers' Questionnaires 
Table D3.1  
Chi-squared tests of independence between paired variables 
Cross-tabulated variables 
Signifi- 
cant 
at 95% 
level 
Signifi- 
cant 
at 99% 
level 
Signifi- 
cant 
at 95% 
level 
Signifi- 
cant 
at 99% 
level 
Teachers' academic qualifications by use of Unified General 
Course 
Complementary 
 Course 
and 12th year teaching strategies and evaluation methods 
Teaching Strategies  
(a) - The teacher talks, pupils make notes. V V 
(b) - The teacher talks, pupils make notes, do diagrams, draw 
maps. ,/ - - 
(c) - The teacher talks with pupils (the teacher talks, pupils
respond) and pupils make notes. _ _ - - 
(d) - The teacher talks with pupils (the teacher talks, pupils 
respond) and pupils make notes, do diagrams, draw 
maps. 
V - - 
(e) - The teacher dictates notes. V V 
(f) - The teacher proposes individual work to be done in the 
classroom. The presentation of oral reports is followed by
a whole class discussion. 
- - - - 
(g) - The teacher proposes work to be done by small groups of 
pupils in the classroom. Group oral reports are followed
by a whole class discussion. 
- - - - 
(h) - The teacher proposes an individual practical work to be 
done in the classroom (for instance: map reading, graph 
construction), followed by a whole class discussion of the 
results. 
- - 
- _ 
(i) - The teacher proposes practical work to be done by small 
groups of pupils in the classroom, followed by a whole 
class discussion. 
- - - - 
Q) - One pupil prepares a topic outside the classroom. Its 
presentation is followed by a whole class discussion. V V 
(k) - A small group of pupils prepares a topic outside the 
classroom. Its presentation is followed by a whole class 
discussion. 
- - V 
(I) - The teacher makes use of slides, pupils make notes, 
followed by a whole class discussion. V V 
(m) - The teacher involves pupils in a geographical classroom 
game or simulation. 
- 
- 
- - 
(n) - The teacher sets students an open ended enquiry (i.e., 
studentes make decisions, teacher advises, end result not 
known). Whole class discussion of the results. 
V - - 
Evaluation Methods 
(o) - The teacher sets a written test without the help of books 
and/or notes, at a date which had previously been fixed. 
- 
- V 
(p) - The teacher sets a written test with the help of books 
and/or notes, whose date had previously been fixed. V - - 
(q) - The teacher sets a written test without the help of books 
and/or notes, whose date had not previously been fixed. - - 
- 
_ 
(r) - The teacher sets a written test with the help of books 
and/or notes whose date had not previously been fixed. 
- - _ _ 
(s) - The teacher sets a practical assignment (for instance: 
map reading, graph interpretation and so on). _ 
_ 
- 
Notes: 1) - A recoding was done of teachers' academic qualifications and of the frequency of use of the 
different methods. 
2) - The letters correspond to the order of strategies and methods presented in the questionnaire. 
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Teacher's academic qualifications by use of teaching strategies 
and evaluation methods 
Significant features of these tests were as follows: 
Unified General Course  
- More teachers than expected without a degree in geography very frequently 
or frequently used the following strategies: 
a - the teacher talks, pupils make notes; 
b - the teacher talks, pupils make notes, do diagrams, draw maps; 
e - the teacher dictate notes; 
j - one pupil prepares a topic outside the classroom; its presentation is 
followed by a whole class discussion. 
- More teachersthan expected without a degree in geography used occasionally 
the following method: 
p - the teacher sets a written test with the help of books and/or notes, 
whose date had previously been fixed. 
- Fewer teachers than expected with a degree in geography very frequently 
or frequently used strategies a, b, e and j, and occasionally method p. 
However, strategies e and j, and method p were occasionally or never used 
by the majority of teachers. 
- More teachers than expected with a degree in geography very frequently 
or frequently used the following strategies: 
d the teacher talks with pupils (the teacher talks, pupils respond) and 
pupils make notes, do diagrams, draw maps. 
I - the teacher makes use of slides, pupils make notes, followed by a 
whole class discussion. 
- More teachers than expected with a degree in geography used occasionally 
the following strategy: 
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n - the teacher sets students an open ended enquiry (i.e. students 
make decisions, teacher advises, end result not known). Whole 
class discussion of the results. 
- Fewerteachersthan expected without a degree in geography very frequently 
or frequently used strategies d and I, and occasionally strategy n. 
However, strategy n was occasionally or never used by the majority of 
teachers. 
Complementary Course and 12th year 
- More teachers than expected without a degree in geography very frequently 
or frequently used the following strategies: 
a - the teacher talks, pupils make notes. 
e - the teacher dictate notes. 
j - one pupil prepares a topic outside the classroom; its presentation is 
followed by a whole class discussion. 
k - a small group of pupils prepares a topic outside the classroom; its 
presentation is followed by a whole class discussion. 
- Fewerteachersthan expected with a degree in geography used the strategies 
above. 
- More teachers than expected with a degree in geography used the following 
strategies: 
I - the teacher makes use of slides, pupils make notes, followed by a 
whole class discussion. 
- Fewer teachers than expected without a degree in geography used the 
strategy above. 
The method of assessment o - the teacher sets a written test without the help 
of books and/or notes whose date had previously been fixed - seems to be more 
often used by teachers with a degree in geography than by teachers without a 
degree in geography. 
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Table D3.2  
Chi-squared tests of independence between paired variables 
Cross-tabulated variables 
Signifi- 
cant 
at 95% 
level 
Signifi- 
cant 
at 99% 
level 
Signifi- 
cant 
at 95% 
level 
Signifi- 
cant 
at 99% 
level 
Teachers' training qualifications by use of Unified General 
Course 
Complementary 
 C ourse 
and 12th year teaching strategies and evaluation methods 
Teaching Strategies  
(a) - The teacher talks, pupils make notes. V x 
(b) - The teacher talks, pupils make notes, do diagrams, draw 
maps. x x 
(c) - The teacher talks with pupils (the teacher talks, pupils
respond) and pupils make notes. _ - - - 
(d) - The teacher talks with pupils (the teacher talks, pupils 
respond) and pupils make notes, do diagrams, draw 
maps. 
x - - 
(e) - The teacher dictates notes. V x 
(f) - The teacher pmeoses individual work to be done in the 
classroom. The presentation of oral reports is followed by
a whole class discussion. 
- - - - 
(g) - The teacher proposes work to be done by small groups of 
pupils in the classroom. Group oral reports are followed
by a whole class discussion. 
- - 
(h) - The teacher proposes an individual practical work to be 
done in the classroom (for instance: map reading, graph 
construction), followed by a whole class discussion of the 
results. 
- 
- 
- 
_ 
(i) - The teacher proposes practical work to be done by small 
groups of pupils in the classroom, followed by a whole 
class discussion. 
V - - 
(j) - One pupil prepares a topic outside the classroom. Its 
presentation is followed by a whole class discussion. 
. 
- 
V 
(k) - A small group of pupils prepares a topic outside the 
classroom. Its presentation is followed by a whole class 
discussion. 
- - - - 
(I) - The teacher makes use of slides, pupils make notes, 
followed by a whole class discussion. V x 
(m) - The teacher involves pupils in a geographical classroom 
game or simulation. 
. _ - 
- 
(n) - The teacher sets students an open ended enquiry (i.e., 
studentes make decisions, teacher advises, end result not 
known). Whole class discussion of the results. 
x - - 
Evaluation Methods 
(o) - The teacher sets a written test without the help of books 
and/or notes, at a date which had previously been fixed. 
. 
- 
_ 
- 
(p) - The teacher sets a written test with the help of books 
and/or notes, whose date had previously been fixed. x - - 
(q) - The teacher sets a written test without the help of books 
and/or notes, whose date had not previously been fixed. - - 
(r) - The teacher sets a written test with the help of books 
and/or notes whose date had not previously been fixed. 
. 
- 
- 
- 
(s) - The teacher sets a practical assignment (for instance: 
map reading, graph interpretation and so on). . - - - 
Notes: 1) - A receding was done of the frequency of use of the different methods. 
2) - The letters correspond to the order of strategies and methods presented in the questionnaire. 
x - These cross-tabulations produced more than 20% of cells with expected frequencies below 5. No valid 
conclusions could therefore be drawn from the test. 
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Teacher's training qualifications by use of teaching strategies 
and evaluation methods 
Significant features of these tests were as follows: 
Unified General Course  
- More teachers than expected without teacher training very frequently or 
frequently used the following strategies: 
a - the teacher talks, pupils make notes. 
e - the teacher dictates notes. 
- Fewerteachers than expected with teachertrainina orwho were undergoing 
teacher training used these strategies very frequently or frequently. 
- More teachers than expected with teachertrainingor who were undergoing 
teacher training used the following strategies: 
i - the teacher proposes a practical work to be done by small groups 
of pupils in the classroom, followed by a whole class discussion. 
I - the teacher makes use of slides, pupils make notes, followed by a 
whole class discussion. 
- Fewerteachers than expected withoutteachertrai ning used these strategies. 
- More teachers than expected with teacher training very frequently or 
frequently used the following method: 
q - the teacher set a written test without the help of books and/or notes 
whose date has not previously been fixed. 
However, strategy e and method q were occasionally or never used by the 
majority of teachers. 
Complementary Course and 12th year 
Only the use of strategy j - one pupil prepares a topic outside the classroom, 
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its presentation is followed by a whole class discussion - was significant at 95% 
level. 
- More teachers than expected without teachertrainina used it very frequently 
or frequently. 
Table D3.3  
Chi-squared tests of independence between paired variables  
Cross-tabulated variables 
Signifi- 
cant 
at 95% 
level 
Signifi- 
cant 
at 99% 
level 
Signifi- 
cant 
at 95% 
level 
Signifi-
cant 
at 99% 
level 
Teachers' academic qualifications by use of Unified General 
Course 
Complementary 
 Course 
and 12th year teaching resources 
Overhead projector V x 
Slide projector V x 
Printed material projector V V 
Tape recorder V 
Plans V 
Ordnance Survey maps V x 
Small scale maps (wall maps) V 
Geological maps V V 
Thematic maps (others than geological) V 
Transparencies (maps on) V V 
Photocopies of maps V V 
Other maps V 
Globe V 
Photos (others than aerial) V 
Thermometer V 
Hygrometer V 
Barometer V 
Wind gauge (anemometer) V 
Synoptic maps V V 
Compass V 
Samples of minerals and rocks V 
Statistical data tables V V 
Notes: 1) A recoding was done of teachers' academic qualifications and of the frequency of 
use of the different teaching resources. 
2) Only the cross-tabulations whose chi-squared tests of independence were statistically 
significant were included. 
x - These cross-tabulations produced more than 20% of cells with expected frequencies 
below 5. No valid conclusions could therefore be drawn from the test. 
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Teacher's academic qualifications by use of teaching resources 
Significant features of these tests were as follows: 
Unified General Course  
- More teachers than expected with a degree in geography very frequently 
or frequently used the following teaching resources: 
Overhead projector 
Slide projector 
Printed material projector 
Plans 
Ordnance survey maps 
Small scale maps 
Thematic maps (other than geological) 
Transparencies (maps on) 
Photocopies of maps 
Other maps 
Globe 
Photos (other than aerial) 
Synoptic maps 
Statistical data tables 
- More teachers than expected with a degree in geography used occasionally 
the following teaching resources: 
Tape recorder 
Geological maps 
Thermometers 
Hygrometer 
Barometer 
Wind-gauge (anemometer) 
Compass 
Samples of minerals and rocks 
- Fewerteachersthan expected without a degree in geography very frequently 
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or frequently used the first list of teaching resources and occasionally the second 
one. 
Complementary Course and 12th year 
- More teachers than expected with a degree in geography very frequently 
or frequently used the following teaching resources: 
Printed material projector 
Transparencies (maps on) 
Photocopies of maps 
Synoptic maps 
Statistical data tables 
- More teachers than expected with a degree in geography used occasionally 
the following teaching resources: 
Geological maps 
- Fewerteachersthan expected without a degree in geography very frequently 
or frequently used the first list of teaching materials : 
Printed material projector 
Transparencies (maps on) 
Photocopies of maps 
Synoptic maps 
Statistical data table 
and used occasionally: 
Geological maps 
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Table D3.4  
Chi-squared tests of independence between paired variables  
Cross-tabulated variables 
Signifi- 
cant 
at 95% 
level 
Signifi- 
cant 
at 99% 
level 
Signifi- 
cant 
at 95% 
level 
Signifi- 
cant 
at 99% 
level 
Teachers' training qualifications by use of Unified General 
Course 
Complementary 
 Course 
and 12th year teaching resources 
Overhead projector V x 
Slide projector V x 
Printed material projector V x 
Film projector (16 mm) x 
Tape recorder x x 
Plans V 
Ordnance Survey maps V x 
Small scale maps (wall maps) x 
Geological maps V x 
Thematic maps (others than geological) V 
Transparencies (maps on) V V 
Photocopies of maps V V 
Other maps x x 
Globe V 
Photos (others than aerial) x x 
Thermometer V x 
Hygrometer V 
Rain gauge x 
Barometer V x 
Wind gauge (anemometer) x 
Insolation gauge x 
Synoptic maps V x 
Compass V 
Samples of minerals and rocks V x 
Statistical data tables V V 
Calculator x 
Other material x 
Notes: 1) A recoding was done of the frequencies of use of the different teaching resources. 
2) Only the cross-tabulations whose chi-squared tests of independence were statistically 
significant were included. 
x - These cross-tabulations produced more than 20% of cells with expected frequencies 
below 5. No valid conclusions could therefore be drawn from the test. 
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Teacher's training qualifications by use of teaching resources 
Significant features of these tests were as follows: 
Unified General Course  
- More teachers than expected with teachertraining or who were undergoing 
teachertraining very frequently or frequently used the following teaching resources: 
Overhead projector 
Slide projector 
Printed material projector (except teachers undergoing teacher training) 
Plans 
Ordnance survey maps 
Thematic maps (other than geological maps) 
Transparencies (maps on) 
Photocopies of maps 
Globe 
Synoptic maps (except teachers undergoing teacher training) 
Statistical data tables 
- More teachers than expected with teachertrainina or who were undergoing 
teacher training used occasionally the following teaching resources: 
Geological maps 
Thermometers (except teachers undergoing teacher training) 
Hygrometer 
Barometer 
Samples of minerals and rocks 
- Fewer teachers than expected without teacher training very frequently or 
frequently used the first list of teaching resources: 
Overhead projector 
Slide projector 
Printed material projector 
Plans 
Ordnance survey maps 
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Thematic maps (other than geological maps) 
Transparencies (maps on) 
Photocopies of maps 
Globe 
Synoptic maps 
Statistical data tables 
and used occasionally: 
Geological maps 
Thermometers 
Hygrometer 
Barometer 
Samples of minerals and rocks 
Complementary Course and 12th year 
- More teachers than expected with teachertraining or who were undergoing 
teachertraining very frequently or frequently used the following teaching resources: 
Transparencies (maps on) 
Photocopies of maps 
Statistical data tables (occasionally teachers who were undergoing teacher 
training) 
- Fewer teachers than expected without teacher training very frequently or 
frequently used the above list of teaching resources. 
Outdoor Activities 
Unified General Course 
Activities (Frequencies)  
7th year 
Visit to the Planetarium (22) 
Orientation exercises (20) 
Observation of physical aspects of a certain area (12) 
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Visit to a meteorological observatory (12) 
Observation of the local area (8) 
Observation of human and economic aspects of a certain area (8) 
Map reading (7) 
Elaboration of plans (6) 
Observation of coastal features (4) 
Inquiries (4) 
Study visits or fieldwork (not specified) (17) 
Others (12) 
8th year 
Observation of human and economic aspects of a certain area (44) 
Visit to a meteorological observatory (34) 
Observation of coastal features (15) 
Observation of physical aspects of a certain area (9) 
Visit to a farm (7) 
Observation of a rural area (6) 
Inquiries (6) 
Visit to a factory (4) 
Observation of urban aspects (4) 
Visit to the Planetarium (3) 
Visit to an astronomical observatory (3) 
Observation of the local area (2) 
Study visits or fieldwork (not specified) (34) 
Others (21) 
9th year 
Observation of human and economic aspects of a certain area (20) 
Observation of urban aspects of a certain area (15) 
Visit to a factory (11) 
Visit to a farm (10) 
Observation of a rural area (8) 
Inquiries (6) 
Visit to a meteorological observatory (5) 
Observation of the local area (4) 
Visit to a power station (4) 
Visit to agricultural offices (4) 
Study visits or fieldwork (not specified) (27) 
Others (9) 
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Complementary Course and 12th year 
"Area of study" A - 11th year 
Visit to a meteorological observatory (18) 
Observation of human and economic aspects of a certain area (10) 
Observation of physical aspects of a certain area (6) 
Visit to an astronomical observatory (3) 
Visit to the Planetarium (2) 
Visit to a factory (2) 
Observation of a rural area (2) 
Study visits or fieldwork (not specified) (3) 
Others (5) 
"Area of study" C - 10th and 11th years 
Visit to a town and regional planning offices (2) 
Visit to a factory (2) 
Visit to a farm (1) 
Observation of urban aspects of a certain area (1) 
Visit to a meteorological observatory (1) 
Others(6) 
"Area of study" D - 10th or 11th years 
Observation of human and economic aspects of a certain area (4) 
Observation of urban aspects of a certain area (4) 
Visit to a farm (3) 
Visit to a factory (2) 
Observation of a rural area (2) 
Inquiries (2) 
Study visits or fieldwork (not specified) (6) 
Others (6) 
12th year 
Inquiries (4) 
Visit to a farm (2) 
Visit to a factory (2) 
Observation of urban aspects of a certain area (2) 
Map reading (2) 
Elaboration of maps (2) 
Visit to the Planetarium (2) 
Study visits or fieldwork (not specified) (4) 
Others (11) 
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9th year pupils' questionnaires 
Table D3.5  
Chi-squared tests of independence between selected paired variables 
(9th year pupils)  
Cross-tabulated variables Significant 
at 95% level 
Significant 
 
at 99% level 
Schools' district location by preference order for 
geography V 
Sex by preference order for geography V 
Schools' district location by placing geography 
among the first six subjects or among the last five 
ones 
V 
Sex by placing geography among the first six 
subjects or among the last five ones V 
Marks obtained in geography in the last term of the 
7th year by placing geography among the first six 
subjects or the last five ones 
V 
Mark obtained in geography in the last term of the 
8th year by placing geography among the first six 
subjects or the last five ones 
,/ 
505 
Table D3.6 a  
Chi-squared tests of independence between paired variables  
(9th year pupils1 
Cross-tabulated variables Significant at 95% level 
Significant 
at 99% level 
District by Aspects of Geograpy 
District by Relief V 
" 	 " 	 Climate V 
" 	 " 	 Vegetation - - 
" 
	 " 	 Population V 
" 	 " 	 Agriculture V 
" 	 " 	 Industry - 
" 	 " 	 Trade and Transport V 
II 	 If Settlements - - 
" 	 " 	 Economic Development V 
" 	 " 	 Great Regions and Continents V 
" 	 " 	 Portugal v 
" 	 " 	 Other Countries V 
" 	 " 	 Region V 
" 	 " Map work V 
" 	 " 	 Graph work ../ 
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Table D3.6 b 
Chi-squared tests of independence between paired variables  
(9th year pupils1 
Cross-tabulated variables Significant 
at 95% level 
Significant 
 
at 99% level 
Age by Aspects of Geograpy 
Age by Relief V 
" 	 " Climate - 
" 	 " Vegetation 8/ 
" 	 " Population v 
" 	 " Agriculture V 
" 	 " Industry - 
" 	 " Trade and Transport - _ 
" 	 " Settlements - - 
" 	 " Economic Development v 
" 	 " Great Regions and Continents - - 
" 
	 " Portugal - - 
" 	 " Other Countries - - 
" 
	
" Region - - 
" 	 " Map work V 
" 	 " Graph work - - 
Note: A recoding was done of the pupils' age. 
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Table D3.6 c 
Chi-squared tests of independence between paired variables  
(9th year pupils)  
Cross-tabulated variables Significant at 95% level 
Significant 
at 99% level 
Sex by Aspects of Geograpy 
Sex by Relief V 
" 	 " Climate - - 
" 
	
" Vegetation - - 
" 
	 " Population V 
" 	 " Agriculture - - 
" 	 " Industry V 
" 	 " Trade and Transport - - 
" 	 " Settlements - - 
" 	 " Economic Development - - 
" 	 " Great Regions and Continents V 
" 	 " Portugal 
- 
- 
" 	 " Other Countries V 
" 	 " Region V 
" 	 " Map work v 
" 	 " Graph work V 
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Table D3.6 d  
Chi-squared tests of independence between paired variables  
f9th year pupils1 
Cross-tabulated variables Significant 
at 95% level 
Significant 
 
at 99% level 
'Specialist Area' by Aspects of Geograpy 
'Specialist Area' by Relief V 
„ 	
" 	 " Climate V 
„ 	
" 	 " Vegetation - - 
„ 	
" 	 " Population V 
„ 	
" 	 " Agriculture - - 
„ 	
" 	 " 	 Industry - - 
,. 	
" 	 " Trade and Transport - - 
If 
" 	 " Settlements - - 
II 
" Economic Development V 
„ 	
" 	 " Great Regions and Continents - - 
„ 	
" 	 " Portugal 
- - 
If 
" 	 " Other Countries - - 
II 
" Region - - 
II 
" Map work V 
II 
	 " Graph work 	 . v 
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Table D3.6 e  
Chi-squared tests of independence between paired variables  
(9th year pupils) 
Cross-tabulated variables Significant at 95% level 
Significant 
at 99% level 
Marks obtained in Geography in the 7th year 
by Aspects of Geograpy 
Marks by Relief v 
" 	 " 	 Climate - - 
" 	 " 	 Vegetation - - 
" 
	
" 	 Population - - 
" 	 " 	 Agriculture - - 
" 	 " 	 Industry - - 
" 	 " 	 Trade and Transport - - 
" 	 " 	 Settlements . - 
" 	 " 	 Economic Development _ - 
" 	 " 	 Great Regions and Continents - _ 
" 	 " 	 Portugal v 
" 	 " 	 Other Countries - 
" 
	
" 	 Region - _ 
" 	 " Map work V 
" 	 " 	 Graph work v 	 _ 
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Table D3.6 f 
Chi-squared tests of independence between paired variables  
(9th year pupils). 
Cross-tabulated variables Significant at 95% level 
Significant 
at 99% level 
Marks obtained in Geography in the 8th year 
by Aspects of Geograpy 
Marks by Relief v 
" 	 " 	 Climate V 
" 	 " 	 Vegetation V 
" 	 " 	 Population - - 
" 	 " 	 Agriculture - - 
" 	 " 	 Industry V 
" 	 " 	 Trade and Transport - - 
" 	 " 	 Settlements - - 
" 	 " 	 Economic Development V 
" 	 " 	 Great Regions and Continents - - 
" 	 " 	 Portugal v 
" 	 " 	 Other Countries - - 
" 
	
" 	 Region - - 
" 	 " Map work V 
" 	 " Graph work - - 
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District by Aspects of Geography  
To like studying different aspects of geography varied from district to district. 
Some examples will be given: 
- More pupils than expected from the districts of Beja, Braga, Braganca, 
Coimbra, Faro and Santarem liked studying physical aspects (relief and climate). 
- Fewer pupils than expected from the districts of Aveiro, Castelo Branco, 
Guarda, Leiria, Lisboa and Portalegre liked studying these aspects. 
In relation to human, economic and regional aspects there are differences 
from district to district too. 
For instance, fewer pupils than expected from the district of Lisboa liked 
studying aspects concerning population, agriculture, settlements (not statistically 
significant), economic development, Portugal and the region. 
More pupils than expected from the same district liked studying trade and 
transport, great regions and continents and other countries. 
Fewer pupils than expected from the district of Porto liked studying aspects 
concerning agriculture, industry (not statistically significant), trade and transport, 
economic development and the region. 
More pupils than expected from the same district liked studying aspects 
concerning population, settlements (not statistically significant), great regions and 
continents , Portugal and other countries. 
More pupils than expected from the district of Lisboa liked doing map and 
graph work; fewer pupils than expected from the district of Porto liked doing map 
and graph work. 
These are only a few examples of differences between districts which are 
difficult to explain, without a study in greater depth, that is out of the scope of this 
work. 
Age by Aspects of Geography  
Differences according to pupils' age varied from aspect to aspect of 
geography, and again they are difficult to explain. 
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The most interesting differences (statistically significant) concern the study 
of agriculture and doing map work. 
More pupils than expected aged 16 years or more liked studying agricultural 
aspects; fewer pupils than expected aged 15 years or less liked studying the same 
aspects. 
More pupils than expected aged 14 years or less liked doing map work; 
fewer pupils than expected aged 15 years or more liked doing the same work. 
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12th year students' questionnaires  
Table D3.7  
Other suggestions on how to improve geography teaching 
(12th year students)  
Suggestions F 
% 
of 
respon- 
ses 
% 
of 
cases 
Reduce syllabus content 	 (a) 48 16.0 25.1 
More active teaching 40 13.4 20.8 
Concerning the subject 39 13.0 20.3 
Modify syllabus 37 12.3 19.1 
Study visits and excursions 17 5.7 8.9 
Motivate students 16 5.4 8.3 
Outdoor classes 12 4.0 6.3 
Use of more teaching resources 11 3.7 5.7 
Study some topics more in depth 11 3.7 5.7 
More qualified teachers 8 2.7 4.2 
Whole class discussion of topics 7 2.3 3.6 
Concerning teaching strategies and resources 7 2.3 3.6 
Concerning institutional aspects 6 2.0 2.1 
More use of audio-visual media 5 1.7 2.6 
More use of maps, globe and graphs 5 1.7 2.6 
Group work 5 1.7 2.6 
Textbook with the whole syllabus content 5 1.7 2.6 
Study current events 5 1.7 2.6 
Study Portugal 4 1.3 2.1 
More teaching hours/week 3 1.0 1.6 
Others 8 2.7 4.2 
Total of responses 299 
(b) 
100.0 154.6 
(b) 
(Respondents 192) 
(a) - Twelve students indicated as an alternative, increasing the number of teaching hours 
per week. 
(b) - Some students gave more than one response. 
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Table D3.8 
Chi-squared tests of independence between selected  
cross-tabulated variables  
(12th year students)  
Cross-tabulated variables Significant 
at 95% level 
Significant 
 
at 99% level 
District by reasons for choosing geography 
in the 12th year 
Reasons 
1 - I enjoyed studying geography in previous years V 
2 - I would like to know more about physical geography x 
3 - Geography helps me to understand problems 
concerning the preservation of the environment V 
4 - I would like to know more about human geography - - 
5 - Geography helps me to understand social and 
economic problems of Portugal V 
6 - Geography helps me to understand social and 
economic problems of the world of today V 
 
7 - I had good marks in geography in previous years V 
8 - I would like to study geography at University x 
9 - Geographical knowledge will be useful for my career or job V 
10 - Geographical knowledge will be useful for my day to day 
life V 
11 - Geography fitted in with other subjects I am attending V 
12 - The Careers Adviser advised me to take geography x 
13 - The geography teacher I had in the 11th year advised 
me to take geography in the 12th year _ - 
14 - My parents or one of my friends advised me to take 
geography x 
15 - Geography was the only subject that fitted my timetable x 
16 - I thought geography was the easiest available option V 
17 - I thought geography would be easy x 
18 - My friends took geography x 
x - These cross-tabulations produced more than 20% of cells w'th expected frequencies 
below 5. No valid conclusions could therefore be drawn from the test. 
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Table D3.9  
Chi-squared tests of independence between selected  
cross-tabulated variables  
(12th year students)  
Cross-tabulated variables Significant at 95% level 
Sig nificant 
at 99% level 
Sex by reasons for choosing geography 
in the 12th year 
Reasons 
1 - I enjoyed studying geography in previous years - - 
2 - I would like to know more about physical geography V 
3 - Geography helps me to understand problems 
concerning the preservation of the environment - 
- 
4 - I would like to know more about human geography - - 
5 - Geography helps me to understand social and 
economic problems of Portugal 
_ _ 
6 - Geography helps me to understand social and 
economic problems of the world of today 
_ _ 
7 - I had good marks in geography in previous years - - 
8 - I would like to study geography at University V 
9 - Geographical knowledge will be useful for my career or job - - 
10 - Geographical knowledge will be useful for my day to day 
life - 
_ 
11 - Geography fitted in with other subjects I am attending - - 
12 - The Careers Adviser advised me to take geography V 
13 - The geography teacher I had in the 11th year advised 
me to take geography in the 12th year x 
14 - My parents or one of my friends advised me to take 
geography 
_ . 
15 - Geography was the only subject that fitted my timetable - - 
16 - I thought geography was the easiest available option V 
17 - I thought geography would be easy - - 
18 - My friends took geography V 
x - These cross-tabulations produced more than 20% of cells with expected frequencies 
below 5. No valid conclusions could therefore be drawn from the test. 
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Table D3.10  
Chi-squared tests of independence between selected  
cross-tabulated variables  
!12th year students)  
Cross-tabulated variables Significant 
at 9 5 % level 
Significant 
 
at 99% level 
12th year course by reasons for choosing 
aeography 
Reasons 
1 - I enjoyed to studying geography in previous years V 
2 - I would like to know more about physical geography V 
3 - Geography helps me to understand problems 
concerning the preservation of the environment V 
4 - I would like to know more about human geography V 
5 - Geography helps me to understand social and 
economic problems of Portugal 
_ _ 
6 - Geography helps me to understand social and 
economic problems of the world of today 
_ _ 
7 - I had good marks in geography in previous years - - 
8 - I would like to study geography at University V 
9 - Geographical knowledge will be useful for my career or job V 
10 - Geographical knowledge will be useful for my day to day 
life V 
11 - Geography fitted in with other subjects I am attending V 
12 - The Careers Adviser advised me to take geography - - 
13 - The geography teacher I had in the 11th year advised
me to take geography in the 12th year 
_ _ 
14 - My parents or one of my friends advised me to take 
geography _ _ 
15 - Geography was the only subject that fitted my timetable - - 
16 - I thought geography was the easiest available option V 
17 - I thought geography would be easy V 
18 - My friends took geography - - 
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Table D3.11 a  
Chi-squared tests of independence between selected  
cross-tabulated variables  
(12th year students)  
Cross-tabulated variables Significant at 95% level 
Significant 
 at 99% level 
District by Aspects of Geography 
Llevel of interest) 
History of Geography V 
Morphology V 
Climatology ,/ 
Meteorology _ - 
Biogeography V 
Geography of Population - - 
Rural Geography V 
Geography of Industry - - 
Geography of Commerce and Transport - - 
Urban Geography - - 
Economic Geography - - 
Regions and Continents - - 
Portugal - - 
Other Countries - - 
Region (where the school is located) V 
Mapwork - - 
Graphwork V 
Fieldwork V 
(See p. 521) 
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Table D3.11 b 
Chi-squared tests of independence between selected 
cross-tabulated variables  
112th year students)  
Cross-tabulated variables Significant 
at 95% level 
Significant 
 
at 99% level 
Age by Aspects of Geography 
(level of interest) 
History of Geography V 
Morphology v 
Climatology - - 
Meteorology - - 
Biogeography V 
Geography of Population v 
Rural Geography - - 
Geography of Industry - - 
Geography of Commerce and Transport - - 
Urban Geography - - 
Economic Geography 
- 
- 
Regions and Continents - - 
Portugal - - 
Other Countries - - 
Region (where the school is located) - - 
Mapwork - - 
Graphwork - - 
Fieldwork - - 
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Table D3.11 c  
Chi-squared tests of independence between selected  
cross-tabulated variables  
112th year students' 
Cross-tabulated variables Significant at 95% level 
Significant 
at 99% level 
Sex by Aspects of Geography 
'level of interest) 
History of Geography - - 
Morphology - - 
Climatology - - 
Meteorology - - 
Biogeography - - 
Geography of Population V 
Rural Geography v 
Geography of Industry - - 
Geography of Commerce and Transport - - 
Urban Geography - - 
Economic Geography - - 
Regions and Continents - - 
Portugal V 
Other Countries - - 
Region (where the school is located) V 
Mapwork V 
Graphwork V 
Fieldwork - - 
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Table D3.11 d  
Chi-squared tests of independence between selected  
cross-tabulated variables  
(12th year students)  
Cross-tabulated variables Significant 
at 95% level 
Significant 
 
at 99°/0 level 
12th year course by Aspects of Geography 
(level of interest) 
History of Geography v 
Morphology - - 
Climatology v 
Meteorology - - 
Biogeography 
 
Geography of Population V 
Rural Geography v 
Geography of Industry - - 
Geography of Commerce and Transport - 
Urban Geography - - 
Economic Geography v 
Regions and Continents V 
Portugal V 
Other Countries 
- 
- 
Region (where the school is located) - - 
Mapwork V 
Graphwork v 
Fieldwork V 
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District by Aspects of Geography 
To like studying different aspects of geography varied from district to district 
and again they are difficult to explain. 
In relation to those aspects of geography for which the chi-square tests of 
independence gave statistically significant results, examples concerning the 
districts of Coimbra, Lisboa and Porto are indicated. 
More students than expected from the district of Coimbra were interested in 
studying history of geography; fewer students than expected from the districts of 
Lisboa and Porto were interested in studying the same aspect. 
Fewer students than expected from the districts of Coimbra and Lisboa were 
interested in doing graph work; more students than expected from the district of 
Porto were interested in doing this work. 
More students than expected from the districts of Coimbra and Lisboa were 
interested in doing fieldwork; fewer students than expected from the district of Porto 
were interested in doing this work. 
Table D3.12 
Chi-squared tests of independence between selected  
cross-tabulated variables  
(12th year students)  
Cross-tabulated variables Significant 
at 95% level 
Significant 
 
at 99% level 
Relevance of geographical knowledge in 
day to day life by: 
Schools district location V 
Age - - 
Sex _ _ 
12th year course V 
Future plans - - 
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Document E.1  
Interview Schedule 
PROFESSOR DELEGADO DE GEOGRAFIA  
Nome 	  
Escola 	  
Localidade 	  
1. Tipo de Escola Secundgria  
1.1. Escola Secundgria com: 
Anos 72  82  92  102  114  122' 
Ensino diurno 
Ensino nocturno 
Outro tipo (especifique) 	  
1.2. Ngmero de alunos: 
Ensino diurno 	  
Ensino nocturno 	  
1.3. Ensino da Geografia 
Ensino diurno 
Ensino nocturn 
Anos 72  82 , 92  
Area A 
112  
Area C 
100 114  
Area. D 
102 112 ,122  
Anos 72  82  92  102  114  122  
3 
2,Professores de Geografia  
2.1. Ngmero de Professores Profissionalizados 
em Formaggo 
com Habilitaggo PrOpria 
Suficiente 
2.2. Existe na Escola um Professor encarregado da Formaggo'? Sim 	 Nao 
Akdbew 	 eoca. 
2.3. Algum (uns) Professor(es) jg colaborou em accges de desenvolvimento curricular ? 
Sim Ngo 
Quais ? 
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2 
2.4. No presente ano lectivo algum (uns) Professor (es) esteve (ram) envolvido (os) 
em accges de forMaggo continua ? Quais 7 	  
2.5. Ngmero de Professores com horgrio. 	 Diurno 	 • • • 
Nocturno 
Misto 	 • • • 
3.1.Ngmero de salas de Geografia 	 • • • 
3.2. A sala de Geografia e exclusivamente usada para o ensino da Geografia? 
Sim 	 Ngo 
3.3. Se respondeu ngo calcule a percentagem de ocupagg'o da sala (s) por aulas de 
Geografia 
4.1. Equipamento existente na Escola 
4.2. Facilidades de reprografia existentes na Escola 
4.3. Existe uma pequena biblioteca destinada ao ensino da Geografia? Sim Ngo 
4.4. Facilidades de utilizaggo de recursos informgticos nas aulas de Geografia 
4.5. Quantia atribuida em 1989-1990 para a aquisiggo de material destinado ao ensi- 
no da Geografia 	 $00 
5.Professor Delegado de Disciplina 
5.1.Sexo 	 • • • 
5.2. Idade 
5.3.Habilitagges academicas 	  
5.4.Habilitacges Profissionais 	  
5.5. Namero de anos de ensino 
5.6. Namero de anos de ensino da Geografia no.Ensino Secundario 
5.7. Ja tinha exercido anteriormente o cargo de Delegado de Disciplina ? Sim Ngo 
Durante quantos anos? 	 • • • 
5.8.Ja esteve encarregado da Formaggo? Sim Ngo 
• 
	
• 
	
• • • 
Durante quantos anos? 
5.9. Ja colaborou em accges de desenvolvimento curricular? Sim Ngo 	 Quais ? 
5.10. Ja publicou manuais ou outros livros de caracter pedagOgico ou didactico 
Sim Ngo Quais 	  
5.11. No presente ano lectivo esteve envolvido em accges de formaggo continua ? 
Sim 	 Ngo 	 Quais ? 	  
5.12. 2 sOcio de alguma associacgo profissional ? Sim No 
	
Qual? 	  
	
Observagges 	  
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6.Manuais usados 
Anos 
7Q 	  
8Q 	  
9Q 	  
area A 
area C 
area D 	  
121 	  
6.1. Como procederam a seleccao de manuais ? 
7. Planificacao  
Como ? 	  
Quando 	  
(Utiliza outras planificagaes, livros,manuais, 
	  
Estrutura 
(Modelos) 
Finalidades do ensino da Geografia 
-Gestao. de conteaos 
Estrategias e Actividades 
Limitagaes : externas (Inspeccao, Direccao da Escola, Pais 
internas (Alunos,Tempo, Financeiras,Equipamento,Recursos, Professores, 
outras 	  
Avaliagao dos alunos 
Avaliagao do ensino 
Desnvolvimento futuro 
Interdisciplinaridade 
Ligacao com outras Escolas 
8NoVos programas  
Analisaram os novos programas ? 
Enviaram as vossas criticas ? 
Principais criticas 	  
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Summary of Interviews with Heads of Geography Departments 
Notes - All Portuguese state secondary schools are, since 1975, mixed 
comprehensive schools, but differ in the number of years, of 'specialist 
areas' or 'study areas' and courses. 
Geography is a compulsory subject in the 7th, 8th and 9th years and 
optional for the 10th or/and 11th and 12th years of certain areas or 
courses (except for the course for Technician of the Environment where 
it is compulsory for the 10th and 11th years; there is only a small number 
of students following this course). (See Chapters 5 and 6). 
In the evening classes (for adults), in the 7th, 8th and 9th years there is 
no geography and instead there is environmental sciences. In the 10th 
yearthere is physical geography and in the 11th year human geography. 
The 12th year syllabus is the same for day and evening classes. 
Textbooks are chosen by the teachers of one department. 
All classes of the same year have the same textbook. 
Textbooks are bought by parents (except in cases of lack of financial 
resources). 
Textbooks may be changed every two years. 
Textbooks have a large influence on planning and teaching at the 
instructional level. 
There are official syllabuses for each year, 'study area' and course, 
which contain long term aims, topics, specification of short term objectives 
and bibliography. 
Textbooks are elaborated in accordance with these syllabuses. 
Pupils' assessment is done in schools each term. 
Since 1985/86 the project 'Minerva' has been functioning with the object 
of disseminating the use of computers in Portuguese schools, 
kindergartens (3-6 year old), primary (6-10), preparatory (10-12), 
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secondary (12-18) and special education schools. 
In 1988/89 there were already one hundred and twenty-six secondary 
schools involved in the project and in 1989/90 this number increased to 
two hundred and forty-four. By 1993 all secondary schools should be 
involved in the project. 
The project includes the preparation of 28,000 teachers of which 3,000 
act as 'animator' and 'expert' teachers ('monitores') (Source: GEP - 
`Project° Minerva' n.d.) 1. 
`Since 1989/90 it has become a national project for the introduction, 
promotion and development of New Information Technology (NIT) in 
Portuguese Primary and Secondary Education' (GEP - 'Minerva Project', 
n.d., p. 2). 
interviews 
School A 
CONTEXT 
School Ethos  
Pupils at this school live in two boroughs ('freguesias') of the North part of 
Lisboa. 
Large areas of these boroughs have housing in need of repair, council 
houses of bad quality, houses built without official permission and shanty-town 
houses. 
In one of the boroughs, a large proportion of people are of mixed origin 
including those from different parts of Portugal and African countries (the old 
Portuguese colonies). 
A large proportion of the people belong to low income groups. 
Small areas of these boroughs contrast quite sharply with this, land values 
are high and have a high proportion of owner-occupiers. 
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According to the HOD, children of African origin have no special problems 
in geography classes, but some have poor results in Portuguese. (People from 
Cabo Verde Islands speak creole at home). 
The school is made in prefabricated blocks and is located on one side of a 
road (that is flooded after heavy showers) in the middle of old farm fields, still with 
crops and cattle, but soon to become areas of new urban development. 
Interview 
The interview took place in the school. As well as the HOD the school 
headmistress ('Presidente do Conselho Directivo') who is also a geography 
teacher, was also present during part of the interview. 
Pupils  
It is a school of around seven hundred pupils, from the 7th, 8th and 9th years 
(Unified General Course) and has only day classes. 
Staff 
The department has four teachers. They each has an academic degree and 
training in geography (but one of the teachers had been trained in Brasil and the 
training had not yet been officially recognized in Portugal). 
Two of the teachers have been absent and have been temporarily replaced 
by a teacher with a degree in anthropology who has no training in geography. 
The school headmistress (Presidente do Conselho Directivo) studied cur-
riculum theory in her initial training. 
None of the staff has ever participated in curriculum development. 
During the school year the headmistress has been away for three weeks on 
two environmental education courses, held in a University. 
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Head of department 
He is thirty-six years old, a graduate in geography (`licenciatura' - University 
of Lisboa), trained in geography (1980-1982) and has twelve years in teaching 
geography in secondary education. He has already been head of department for 
two years and one term. He had never been involved in curriculum development nor 
in charge of teacher training. During the school year 1989/90 he has not been on 
any in-service training course. 
He is a member of the Geography Teachers Association (`Associagdo de 
Professores de Geografia'). 
Teaching Resources 
There is no specially equipped geography room, but there is in the school, 
a diversity of resources available for geography teaching, such as: overhead 
projector, slide projector, projector of printed material, video, tape-recorder, wall 
maps, ordnance survey maps, geological maps, physical maps, thematic maps, 
globe and black globe, meteorological equipment, compasses, samples of miner-
als and rocks. 
The school has reprographic facilities for assessment tests and other 
teaching materials. 
There is a small geographical library, which contains textbooks, some 
scientific books, specially addressed to young people and other books mainly 
specialist books in geography. 
There is no microcomputer in the school. 
The departmental allowance in 1989/90 was ten thousand escudos (about 
thirty-eight pounds). 
Textbooks 
The same textbooks has been used for the last two school years (1988/89 
and 1989/90). The HOD and the headmistress would like to change them because 
according to their opinions, there are other better textbooks. When both arrived at 
the school they found that the rate of pupil failure was high (they have to remain in 
the same class for a further year or more). Results in geography were also poor. 
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Due to the fact that high percentages of pupils stayed in a form a second (or even 
a third) year, they did not change textbooks for financial reasons (parents of pupils 
who stayed in the same form would be obliged to buy another textbook). 
The pupils overall results were much better in the last school year (1989/90). 
The members of the geography department then chose a 'new' textbook for 
the 7th form. 
According to the HOD and the headmistress, the 'new' textbook is published 
with two auxiliary books: a teachers' guide and a pupils' activities book and gives 
suggestions of teaching strategies. 
Because of these advantages they chose it. 
The Planning Process 
At the beginning of the school yearwhat is usually called long-term planning' 
(planning for the whole school year), was undertaken. 
The geography staff decided which topics were to be studied in each term 
and the sequence of study. 
All the geography teachers were to teach the same topics in each form, in 
each term. 
There were also quarterly meetings to co-ordinate the study of the topic 
chosen for the term (medium-term planning). 
The sequence of topics prescribed in the official syllabuses was modified. 
For instance in the 7th year climate was studied before relief. Due to the fact that 
the syllabus was too vast and often impossible to cover, teachers started with the 
study of climate (instead of relief) since it was necessary for the study of the 
geography of Portugal in the 8th year (In fact one teacher did not finish the study 
of relief). 
The headmistress thought it was important study relief e.g. the study of the 
morphology of the area where the school is located and to the flood problems 
already mentioned. 
In the 8th and 9th years the sequence of topics prescribed in the syllabuses 
was not followed. For example in the 9th year industry and cities were studied 
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before agriculture, because teachers thought that the study of the two first topics 
was more important for pupils living in an urban area. 
Books on curriculum theory were not used for planning and the headmis-
tress who learned curriculum theory in training, thought that the content of the 
course was unconnected with the realities of practical teaching. 
Both teachers said that in teaching geography they always have in mind, the 
relevance of what they teach to the pupils in order to provide something useful for 
their future lives, given the realities that they have to face. 
Influences on planning and teaching 
The Inspector of the area exerts no influence on the teacher's planning. In 
the previous year he intended to exert influence on pupils' marks (asking for a 
modification of the assessment criteria) but in fact the results in geography were 
better than in other subjects. 
There is no parental pressure on teaching. One teacher asked for their 
collaboration for a study of the local area, and they were very helpful. 
Constraints 
A large proportion of parents have low incomes and have had no more than 
an elementary education. 
This has influenced the pupils' cultural background and parents are unable 
to give them academic help at home. Some parents think that secondary schooling 
is not relevant fortheir children's future, but they are obliged to send them to school. 
Another constraint is the time allocated in the timetable for geography 
teaching (two periods/week in 7th and 9th years, three periods per week in 8th 
year). The time allocated for geography teaching is not enough to cover all syllabus 
content, specially in the 7th year. 
The amount of school and departmental allowances is very low and was also 
felt as a constraint. (The headmistress mentioned that she would like to buy a 
microcomputer). 
In the school it is not usual to have teachers without academic qualifications 
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in geography. The teacher with an anthropology degree (he replaced successively 
two otherteachers) did not have adequate preparation in geography and expressed 
the idea to other teachers that geography was useless! 
Teaching activities 
Teachers during the school year 1989/90 did not organize any outdoor 
activity together (this was the case in previous years). In fact only the headmistress 
collaborated with the history teacher in the organization of a study visit for the 7th 
year, pupils did landscape observation and orientation exercises and practised in 
the use of map scales. 
The headmistress organized an environmental education project for one 7th 
year class in collaboration with the biology, arts and Portuguese teachers. 
Project work will go on during the next school year with the collaboration of 
the history, arts and Portuguese teachers (the biology teacher left the school). 
The HOD did some interdisciplinary work with a biology teacher. 
The headmistress has a project of work with a preparatory school of the area 
and with a primary school for the next year. 
Assessment 
Pupil assessment is not done in collaboration, each teacher does the 
assessment of his/her pupils. 
Evaluation  
The courses are evaluated at departmental meetings. 
Teachers were happy with the planning done during the year. 
Syllabuses 
Beyond the fact of syllabuses being too vast, the HOD mentioned the 
difficulties of 7th year pupils in understanding concepts such as latitude and 
longitude. 
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At the beginning of the school year 1990/91, new syllabuses would be on a 
trial in secondary schools. The new syllabuses (in July 1990) had not yet been sent 
to this school, teachers did not know what they contained. Teachers were against 
the fact that according to the new education reform, geography would be taught in 
the 7th and 9th years and not in the 8th year. 
The headmistress said that she liked to teach the same pupils in the 7th, 8th 
and 9th years and this would no longer be possible. Pupils would forget in the 8th 
year what they had learned in the 7th year. Serious difficulties would arise in the 9th 
year. 
School B  
CONTEXT 
School Ethos  
The school is located in a suburban area with, in the last decades, a rapidly 
increasing population whose origin is from different parts of Portugal. 
Located in the immediate vicinity of Lisboa a large majority of its active 
population works in the capital. There is a high proportion of owner-occupiers and, 
in spite of increasing land values, the number of blocks of flats is still growing. 
The researcher worked in the seventies in a secondary school in Lisboa 
where there were a large number of pupils from this suburban area. They were 
obliged to attend a secondary school in the capital due to the lack of facilities in their 
area of residence. 
Interview 
The interview took place at the interviewer's home. 
Students 
It is a school of around three thousand students (half attending day classes 
and another half evening classes). The school has day and evening classes for all 
secondary education years (7th to 12th year of schooling). 
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Geography teaching  
Geography during the day is taught in the 7th, 8th and 9th years. 
In evening classes, in the 7th and 8th years there is environmental sciences 
and geography in the 10th, 11th and 12th years. 
Staff 
The department has thirteen geography teachers, all with an academic 
degree in geography, eight have training in geography, fourare undergoing teacher 
training in geography and one has no training. 
There is a teacher in charge of teacher training in the school. 
Seven teachers teach day classes, five teachers evening classes and one 
teacher, day and evening classes. 
None of the staff has ever participated in curriculum development. 
Only the HOD has been to two in-service courses, during the school year 
1989/90. 
Head of department 
She is thirty-four years old, a graduate in geography (`licenciatura' -
University of Lisboa), trained in geography (1986-1988) and with a total of fourteen 
years in teaching, seven in geography. She has already been head of department. 
She has never been involved in curriculum development nor in charge of teacher 
training. During 1989/90 she attended two (half a day) in-service courses organized 
by the Geography Teachers' Association. She is a member of this Association. 
Teaching Resources  
There are two rooms allocated for geography teaching in the school, but 
these rooms are not exclusively used for geography classes (only about 75% of the 
time). There is another small room used to keep the geography teaching resources. 
There is an overhead projector, a slide projector, a video-recorder, tape-
recorder, wall maps, ordnance survey maps, plans, atlases, globe, hygrometer, 
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synoptic maps, compasses and samples of rocks and minerals in the school. 
The school has reprographic facilities for assessment tests. The reproduc-
tion of other teaching materials must be paid by pupils or by teachers. 
The school has no small library with geographical works, there are only a few 
textbooks. 
In the school there is in the school the 'Minerva' project and it is possible to 
use microcomputers for geography teaching. 
Nevertheless, geography teachers have not been given any priority in 
attending computer courses, and this is an obstacle to efficient use of microcom-
puters in geography classes. 
The departmental allowance in 1989/90 was thirteen thousand escudos 
(about fifty pounds). This amount of money will be spent on specialist books in 
geography. 
Textbooks 
At the end of the school year 1989/90, geography teachers chose another 
textbook forthe 7th year. According to the teachers' opinion, the one used until then 
was too difficult for pupils. 
The 12th year teachers also chose another textbook but the HOD did not 
know the reasons. 
The planning process 
During a meeting that took place at the beginning of the school year it was 
decided that the 'long term planning' would be done by groups of teachers 
according to the years they taught. 
One group included the teachers in charge of teaching the 12th year, 
another, those in charge of the Complementary Course (10th and 11th years). (In 
both cases, concerned evening classes). 
The HOD would be in charge of doing the planning of the 7th, 8th and 9th 
years (day classes). 
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She did the 'long term planning' of these years, with the teacher in charge 
of teachertraining and with the teachers undergoing teacher training. Two teachers 
were not present at the meeting because one was away attending an in-service 
course and there was a post of geography teacher vacant. (Later on a teacher 
without training in geography was appointed for this post). 
This 'long term planning' included the definition of general objectives, the 
division of topics by terms and suggestions of teaching strategies. 
The study of geography in the 7th form started with the recognition of the 
local environment, followed by a study of relief and of world bio-climatic environ-
ments. 
In the 8th year, the study of the geography of Portugal started with the study 
of regional asymmetries (teaching strategy - group work), followed by the study of 
the local environment (teaching strategy - project work). 
In the 9th year the study of world population was followed by that of cities and 
of social and economic contrasts of the world of today (teaching strategy - project 
work). 
Thus the sequence of topics indicated in the official syllabuses was not 
followed. Each teacher followed the same sequence of study of topics, but could 
choose the strategies more appropriate for his/her pupils (and not the suggested 
ones). 
Latterly the head of the department and the teacher in charge of teacher 
training did a more detailed planning and together elaborated teaching materials 
(they did the training in geography at the same time and like to work togethe r). Some 
of these materials were used by other teachers. 
The HOD gave special support to the teacher without geography training. 
Books on curriculum theory were not used for planning. The HOD learned 
curriculum theory during training, but said that the course was unconnected with the 
practical realities of teaching. For her the most important part of teaching training 
in geography was the teaching practice. The teacher in charge of her training 
introduced her to new teaching strategies specially to project work, but the use of 
new strategies of teaching was based on a theoretical understanding of the purpose 
of the new strategy. Until doing the geography training, in curriculum planning she 
put the emphasis on objectives, now she put the emphasis on procedures. 
According to the HOD she always has in mind, the aims of geographical 
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education, the fact that pupils should develop their spatial perceptions, acquire 
basic geographical knowledge needed for future studies and she is less concerned 
with the attainment of a high number of specific objectives. 
The school had chosen a 'global plan' of study - "Human Rights". In the 9th 
year the study of the socioeconomic contrasts in the world of today was linked with 
that of Human Rights. 
The HOD indicated the difficulties of planning with the collaboration of all the 
geography teachers, specially due to the fact that some teachers give classes in the 
morning, others in the afternoon, and others in the evening, and that there are big 
differences between day classes (addressed to children) and evening classes 
(addressed to adults). 
Influences on planning and teaching 
The Inspector does not exert influence on planning, he/she is essentially 
concerned with assessment criteria. 
Some parents gave support to group and project works, others not, because 
this kind of work is demanding of time. 
Constraints 
The main constraints were an insufficiency of financial resources; some 
teachers had too many different years and classes; and some pupils had learning 
problems and a lack of basic knowledge. Nevertheless the head of department 
adapted teaching and assessment to pupils' abilities. 
Teaching activities 
The HOD organized with the teacher in charge of teacher training, a study 
visit of the county ('concelho') where the school is located. One 8th year class of 
each teacher participated in the visit. 
With the same teacher she organized a study visit to a limestone area 
(`Macigo Calcareo Estremenho'). Two 8th year classes (one of each teacher) 
participated in the visit. The teachers undergoing teacher training went along to 
observe. 
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In classes the head of department uses different strategies (group work, 
project work, games, simulations, role-play). 
She tried to do interdisciplinary work with a history teacher in the 9th year. 
Assessment 
Usually teachers do two tests a term. They do essentially a summative 
assessment. According to the HOD, other types of assessment, namely a continu-
ous assessment, is difficult due to the small number of teaching periods per week 
(two in the 7th and 9th years). 
The HOD and the teacher in charge of training elaborated the assessment 
tests addressed to their pupils together. 
Evaluation 
Evaluation consists essentially of a review of work undertaken with the 
pupils, to find out whether teachers have covered the syllabus or not. 
Syllabuses 
The 7th year syllabus contain some topics which are too difficult for the 
pupils' age. For example pupils do not understand some concepts concerning the 
study of the atmosphere. 
The worst results are in the 7th year, due to the syllabus being unsuitable for 
the pupils, the amount of content to be covered and the small number of teaching 
periods per week. 
Teachers never completed the 7th year syllabus. 
The HOD finished the study of the 8th and 9th years topics because she 
gives more importance to processes than to the attainment of a high number of 
specific objectives. 
The new syllabuses were not sent to this school and consequently teachers 
did not analyse them. They only knew the new curriculum organization for basic and 
secondary education. 
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School C 
CONTEXT 
School Ethos  
The school is located in an old area of Lisboa. Until 1974/75 it was a boys 
grammar school ('liceu'), one of the oldest and with traditions in Portuguese 
secondary education. The school building is from the 19th century. 
Interviews 
The interview took place at the head of department's home. 
Students 
It is a school of around two thousand students (one thousand and five 
hundred, day classes; five hundred, evening classes). 
The school has day classes from the 7th to the 12th years and evening 
classes from the 8th to the 12th years. There are also in the school technical 
courses ('cursos tecnico-profissionais'). 
Geography teaching 
Geography during the day, is taught in the 7th, 8th and 9th years, in the 
Complementary Course (area of study D) and in the 12th year. 
In evening classes geography is taught in the 8th, 9th, 10th, 11th and 12th 
years. 
Staff 
The department has ten teachers, eight with an academic degree in 
geography, four with training in geography and four undergoing teacher training in 
geography. The other two teachers have a degree in anthropology and haven't 
undertaken teacher training. 
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There is a teacher in charge of teacher training in school. 
Eight teachers have day classes and two evening classes. 
The teacher in charge of teacher training participated in the elaboration of 
syllabuses addressed to technical courses (`cursos tecnico-profissionais'). 
During the school year the HOD attended four in-service courses, another 
teacher one course (courses organized by the Geography Teachers' Association) 
and the teacher in charge of teacher training had been in charge of one course. 
Head of department 
She is thirty-nine years old, graduate in geography ('licenciatura' - University 
of Lisboa), trained in geography and with a total of sixteen years in teaching 
geography. She has already been head of department for eight years. 
She has never been involved in curriculum development or in charge of 
teacher training. 
She is a member of the Geography Teachers Association. 
Teaching Resources 
There is one specially equipped geography room that is exclusively used for 
geography teaching in the school. 
In the geography department there is an overhead projector, a slide 
projector, a projectorof printed material, wall maps, ordnance survey maps, globes, 
geological maps, several thematic maps, maps in relief, atlases, meteorological 
equipment (but old), synoptic maps, compasses, planetarium. In the school there 
is a video-recorder, tape-recorder and samples of rocks and minerals available for 
geography teaching. 
In the school there are a few microcomputers but they are not available for 
geography teaching because they are reserved for the teaching of computer 
science. 
In the school there is a small library for geography teaching with textbooks 
and some specialist books in geography (which can be consulted by teachers and 
students). The department subscribes regularly to the Geography Teachers 
Association magazine. 
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The school offers reprographic facilities only for assessment tests. Other 
teaching materials must be paid for by pupils or teachers. 
The HOD did not know the exact amount for departmental allowance, but 
she bought four atlases, three maps and several books during the school year. 
Textbooks 
Textbooks are chosen in departmental meetings by consensus or by means 
of a vote. 
This year according to the official legislation it was only possible to change 
the 7th and 10th years textbooks. 
There was a consensus to maintain the 10th year textbook. In relation to 7th 
year one, some teachers expressed the view that the text was sometimes 
confusing, some diagrams were not adequate for the topics and in some cases 
were not adapted to pupils' age. Nevertheless the majority of teachers voted for 
maintaining the same textbook. 
A textbook was not chosen for the 12th form, teachers gave notes and 
indicated a bibliography to be consulted by students. 
The planning process 
At the beginning of the school yearthe school's Directive Council (`Conselho 
Directivo') organizes a calendar for departmental meetings. 
During the geography departmental meeting the dates of meetings are fixed 
by school years that is, only with the participation of teachers who have classes of 
a certain school year. 
The head of department is present at all these meetings as a co-ordinator, 
a moderator and to give advise to inexperienced teachers. She said this is 
concerned with the articulation between the different school years, because some 
topics (for instance, agriculture, industry, cities) are studied in the Unified General 
Course and in the Complementary Course. It is necessary to give adequate 
development to the study of each topic according to the general objectives of each 
course. She is also concerned with the sequence of study of the different topics. 
During these meetings a 'Iong-term plan' is done for the whole school year, 
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this included the definition of general objectives and the sequence of study of topics 
and suggestions for teaching strategies and resources adequate for each topic. 
In the same meeting or afterwards a medium-term plan for the first term is 
done and indicated the teaching strategies and resources for each teaching unit. 
The planning is done before teachers know the classes and some modifica-
tions can be introduced later. 
The teacher in charge of teacher training and the teachers who were 
undergoing teacher training also introduced alterations to the initial planning. 
Any alteration, done by any teacher is made known to the head of depart- 
ment. 
In some cases the sequence of study of topics indicated in the official 
syllabuses is not followed. 
Sometimes an overall topic is chosen to integrate different syllabus topics, 
for example, regional asymmetries and their explanation in the study of the 
geography of Portugal in the 8th year. 
The head believes that the use of different teaching strategies during the 
school year is convenient because different strategies will contribute to developing 
different pupils' capacities, as well as pupils could 'observe' the geographical 
realities in different ways. 
The suggestion of teaching strategies include for example: group work, 
project work, slide projection, pupils' oral expositions, the use of tests and so on. 
The possibility of adapting teaching to pupils' interests is also taken in 
account. 
Sometimes teachers produce teaching materials together. 
In the plan prime importance is given to the aims of geographical education. 
Influences on planning and teaching 
The Inspector does not influence curriculum planning. 
One of the previous inspectors organized a meeting to indicate to heads of 
departments their duties and asked to seethe department files but did not make any 
remark. 
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The school's Directive Council does not influence curriculum planning. 
In the school there is a 'global plan' of study ('Plano global de Escola') which 
was in 1989/90 'To be Portuguese' ('Ser Portugues') and a 'cultural week' is 
organized annually. 
The head of department did not show evidence of the influence of this plan 
in her curriculum plan. Nevertheless, geographical works were exhibited during the 
cultural week. 
The HOD said that sometimes she asked for the collaboration of the school 
Directive Council to solve pedagogical problems related to inexperience teachers. 
The parents do not influence curriculum planning but usually give support to 
children's activities. 
Constraints 
The pupils' level of abilities is sometimes a constraint on the employment of 
certain teaching strategies. 
The 7th year syllabus contains many abstract concepts, some too difficult for 
twelve, thirteen years old pupils and there are no teaching resources to help them 
to understand these concepts (for instance, videofilms). 
Another constraint is the insufficiency of time, mainly in those years with two 
teaching periods per week (7th and 9th years). 
In the 7th year whose syllabus includes too much content to cover and in 
classes with a large number of pupils of low ability, it is necessary to adapt teaching 
in order to attain objectives. In these cases it is impossible to cover the whole 
syllabus. 
Insufficiency of time for department meetings, due the fact that teachers 
have classes at different hours is also a constraint. The number of departmental 
meetings during the school year is not enough to allow for a more detailed plan to 
be made with the participation of all teachers. 
There are also financial constraints which prevent teachers buying re-
sources and organizing study visits (sometimes parents are asked to contribute 
money for this purpose). 
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The HOD would like to have another geography room, but there are subjects 
without any specially equipped room. 
She would also like to have a small room for departmental meetings and for 
teachers to work together. 
The problems concerning reprographic and computer facilities have already 
been mentioned. 
Another constraint is the fact that every year there are teachers without 
academic qualifications in geography and without training in the subject. 
The HOD gives a special help to these teachers, indicates bibliography, 
advises strategies and in some cases is obliged to do a detailed teaching plan 
together with the teacher. 
Teaching activities 
It is usual for teachers to organize study visits together. 
In the school year 1989/90 the HOD who had only 10th and 12th yearclasses 
organized only one study visit to the City Museum (`Museu da Cidade') for the 10th 
year, because other teachers would have complained if more visits had been 
undertaken, as they would have been unwilling to lose their classes. 
For the 12th year she planned three study visits, one to the Geographical 
Society (to observe the evolution of cartography); another to the Agriculture 
Institute (in order to observe agricultural activities without spending money on 
transport. The Institute is in Lisboa, but has large areas with crops and cattle); the 
third visit, to a factory (this did not take place because the factory did not send the 
needed permission in time). After the visits students did a report. 
Other teachers organized study visits and often the HOD was invited to 
participate in the visits. 
Teaching strategies used in the department included, for instance, project 
work (two years ago, 10th year students did a project work on the consequences 
of the fire which occurred in Lisbon's old city CBD), group work, role-play, games, 
students prepared topics and communicated them to the rest of the class. 
In 1989/90, the teacher in charge of teacher training and the teachers 
undergoing teacher training organized a project named `Atlas'. 
During the school year, 9th year pupils constructed atlases which were 
exhibited during the cultural week. 
Sometimes geography teachers asked for the collaboration of other teach-
ers of the same class, namely in mathematics, physics, geology in order to explain 
in greater depth aspects connected with geographical ones, as well as geography 
teachers organized study visits with other subjects teachers, namely with the 
history teacher. 
Assessment 
Teachers do pre-tests at the beginning of the school year or before starting 
a teaching unit, formative tests and summative tests. In a departmental meeting 
held before the end of each term, the assessment criteria are discussed. 
Evaluation 
During each term the initial planning is altered according to the development 
of the teaching process. 
At the end of the school year teachers who were not able to cover the whole 
syllabuses have to indicate the topics they did not cover. This is compulsory and 
is necessary for next year's planning. 
Usually teachers like teaching the same pupils in the 7th, 8th and 9th years. 
This is possible in this school. 
Syllabuses 
It has already been mentioned that it is very difficult to cover the whole 
syllabus, specially in the 7th year. 
The new syllabuses were not sent to this school and geography teachers 
were not able to analyse them. The HOD was able to examine the new syllabuses 
at the Geography Teachers Association Annual Meeting. 
She is against the fact that geography will not be taught in the 8th year and 
against the linkage of geography and economics in the 12th year, both preconized 
in the new curriculum organization for the 8th and 12th years of schooling. 
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School D 
CONTEXT 
School Ethos 
The school is located in an upper middle class residential area. It was a girls 
grammar school ('liceu') until 1974/75 and like the previous one, a school with 
traditions in Portuguese secondary education. 
The building dates from 1933. 
Interview 
The interview took place in the school staff room. 
Students 
It is a school of about two thousand, eight hundred pupils (two thousand one 
hundred day classes, seven hundred evening classes). 
It is a school with all the secondary education years (from 7th to 12th, day 
and evening classes). 
Geography teaching  
Geography in day classes is taught in the Unified General Course (7th, 8th 
and 9th years) in the Complementary Course ('study areas' C and D) and in the 12th 
year; in evening classes in the 7th and 8th years there is environmental sciences; 
in the 10th, 11th and 12th years geography. 
Staff 
The department has fourteen teachers. 
Eleven teachers are graduates in geography and three in anthropology. 
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Seven teachers have training in geography, four were undergoing teacher 
training and three have no training (those graduates in anthropology). 
There is a teacher in charge of teacher training in the school. 
Ten teachers have day classes and four evening classes. 
Two teachers have already been involved in curriculum development. 
Head of department 
She is fifty-one years old, a graduate in geography ('licenciatura' - University 
of Lisboa), trained in geography, with a total of twenty-seven years in teaching, 
seventeen in geography. She has already been head of department for six years, 
in charge of teachertraining forfive years, and published in collaboration, textbooks 
for the Unified General Course (7th, 8th and 9th years), for the Complementary 
Course ('areas of study' A and D) and for the 12th year. Some of the textbooks also 
have auxiliary books: practical exercises for pupils and teachers' guide. 
She is a member of the Geography Teachers Association. 
Teaching resources 
There are two geography teaching rooms and another small room for 
departmental meetings or for teachers to work together. The teaching rooms are 
exclusively used for geography classes during the day but not in the evening. 
There is a variety of teaching resources, including some meteorological 
ones and a small geographical library in the department. 
There are only reprographic facilities for assessment tests, the reproduction 
of other materials must be paid for. 
In 1990/91 it will be possible to use computers for geography teaching. The 
school will be involved in the 'Minerva' project. 
In 1989/90 all the departmental allowances were spent in the acquisition of 
video equipment, available for all departments. 
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Textbooks 
For 1989/90 two or three teachers suggested that another textbook be 
chosen for the 9th year, but by means of a vote, teachers decided to maintain the 
existing textbook. The one suggested by two or three teachers was well printed but 
it did not follow the sequence of topics prescribed in the official syllabus and some 
data and maps were out of date and the sources were not indicated. 
For 1990/91 a new physical geography textbook was chosen for the 
Complementary Course. It was chosen by the teachers who taught the 10th year 
in evening classes. 
The planning process  
At the beginning of the school year the long-term planning by school years 
was done. 
The syllabus content was divided into three parts, one part for each term. An 
estimate was made of the number of periods required to teach each topic. Further, 
the general objectives for each year were defined. 
Teachers undergoing teacher training were in charge of the majority of the 
7th and 9th years classes and worked together with the teacher in charge of teacher 
training. 
They defined specific objectives, chose strategies and resources for each 
teaching unit, organized teaching activities and evaluation procedures. 
The 8th year teachers, as well as the 12th year teachers, also worked 
together. 
There was only one class of the 'study area' C of the Complementary 
Course. The teacher in charge of the human geography worked together with the 
teacher in charge of the thematic cartography of the same area. 
There was only one class of the study area D of the Complementary Course. 
The teacher tried to work together with the teacher in charge of the 11th year 
(evening classes), but due to the number of teaching periods being different, the 
planning became difficult. 
In some cases the sequence of study of topics prescribed in the official 
syllabuses was not followed. 
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Nevertheless, the HOD, in one case, said that because this was a class with 
a small number of students and they had poor marks, she followed the sequence 
of topics prescribed in the syllabuses. 
Sometimes an overall topic was chosen to integrate the different syllabuses 
topics. In the case of the 8th year, teachers planned their course in order to show 
evidence of physical and human contrasts of Portuguese territory. 
The textbooks contain at the beginning of each teaching unit suggestions for 
planning which include the definition of general and specific objectives. Some 
teachers used them, namely in the 8th year. 
According to the HOD the aims of geographical education were always 
taken into account. 
To know more details about the work done by teachers in the 7th, 9th and 
12th years, the head advised the researcher to contact the teacher in charge of 
teacher training. 
Influences on planning and teaching 
The Inspector does not exert influence on planning. 
Parents give support to teaching activities (they give money for photocopies 
and for study visits). 
Constraints  
There are financial constraints. 
Reprographic facilities can only be used for assessment tests. 
Teachers without academic qualifications and without teacher training in 
geography can be a constraint. 
The Inspector advised the head to ask these teachers for detailed plans of 
their courses, in order to make it possible to give them effective help. 
This year one teacher, without qualifications in geography did good work. 
Two years ago another teacher caused serious problems. 
Pupils with different levels of ability are also a constraint. 
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Teaching Activities 
Teachers often organize teaching activities together. 
In 1989/90 a study visit to a small mountain was organized to study its 
physical and human aspects. All the 8th year classes went on the visit (a total of 
twelve classes, and ten teachers of different subjects). Pupils had activities to do 
at each stop. Later on, they worked in group in classroom and did a report. 
Geography teachers use different teaching strategies, such as project work 
(mainly the teachers who are undergoing teacher training), group work, individual 
work (not often), games, role-play. 
The school has a two year global plan, the links between the school and the 
environment were stressed. 
Every year a cultural week is organized. This school year geography 
teachers organized orientation exercises, a quiz game and pupils work was 
exhibited. 
There is co-operation with teachers of other subjects: history (mainly study 
visits organized in collaboration), arts (for cartographic representations), biology 
and sometimes Portuguese. 
Nevertheless there are difficulties because different subject syllabuses are 
not articulated to harmonize with one another. 
Assessment 
Usually two or three tests each term are done. Teachers develop their own 
tests individually. 
When pupils do group work they do their own evaluation and evaluate their 
colleagues. 
Evaluation 
At the end of the school year teachers indicate if they have covered or not 
the whole syllabuses. 
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Syllabuses  
It is difficult to cover the whole of the 7th year syllabus. 
According to the HOD this happens not because the content is too difficult 
for pupils' capacities but because they are allocated only two teaching periods per 
week for geography in the 7th year. 
Sometimes there are also difficulties in the 8th form caused by the fact that 
the whole of the 7th year syllabus is not covered (it have to be completed in the 8th 
year). 
The new syllabuses were not analysed. 
The HOD was called for an official meeting to give her opinion about the new 
10th and 11th years syllabuses. The syllabuses were sent to the school three days 
before the meeting and were incomplete. Due to personal reasons, the HOD did not 
attend the meeting. 
Other new syllabuses were not sent to the school; the HOD had access to 
them in the Geography Teachers Association Annual Meeting and through her 
publisher. 
Another group of teachers had been in charge before of elaborating a new 
geography syllabuses. (This group was dismissed and a new group of teachers 
elaborated another syllabuses). 
The teacher in charge of teacher training was chosen as a consultant by the 
first of these groups. She asked the geography staff to analyse the syllabuses. A 
group report was elaborated. 
The geography group is against the abolition of geography teaching in the 
8th year. 
In order to complete the interview about geography teaching in school D, an 
interview was done by telephone with the teacher in charge of teacher training. 
She is a very experienced teacher with about twenty-five years in teaching 
geography and several years in charge of teacher training. 
She was asked questions about planning at 12th year level. 
She explained that in 1988/89, three teachers in charge of the 12th year 
worked together, they planned the course together, defined objectives, chose 
strategies and resources, produced materials, organized study visits. 
555 
In fact they modified the sequence of content prescribed in the official 
syllabuses. 
Firstly they started by organizing group work. Students were asked to 
indicate the sequencing of cartographic representations (teachers gave them some 
texts-keys and photocopies of maps of different periods). Secondly instead of 
following the official syllabus that prescribes the study of cartographic and statistical 
bases of geographical analysis, they applied these basic concepts to the study of 
rural, industrial and urban spatial organization. 
They organized two study visits together, one to a new industrial area and 
another to the historical centre of Lisboa. 
The evaluation of students learning was also planned by the three teachers 
together. 
Teachers intended to improve the planning done in the previous school year 
in 1989/90. Due to health reasons the teacher in charge of teacher training was not 
able to do this, and the teachers in charge of the 12th year went on using the same 
planning and materials done in 1988/89. 
In January 1989 the school presented a project to the 'European Youth 
Parliament' which won the second prize at EEC level. The topic was 'Europe in the 
face of the Third World'. The work was done by twelve students of the 12th form and 
was guided by two teachers, one of them was the teacher in charge of teacher 
training. The work included a written part and a videotape. 
Schools E. F. G and H 
CONTEXT 
Schools E, F and G are located in Evora. 
Evora is the capital of the district, and the city's origins date from the Roman 
occupation of Portugal. Its historical architectural and urban heritage make Evora 
the 'jewel in the crown' of Portuguese cities. 
The district is essentially rural and it is the Portuguese district with the 
biggest average size of holdings (46.9 hectares) (Cavaco, 1986, quoted from 
Medeiros, 1987). 
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Evora had 34,851 inhabitants in 1981 and is essentially a centre of 
commerce and services and has an important cultural function. 
School H is situated in the same district, in a small historical town, located 
in an important area of marble quarries. 
The interviews of the heads of the geography department of the schools E, 
F and G took place in a teaching room of school E. 
The interview H took place in a cultural centre of a small town where the head 
of the geography department of school H lives. 
School E 
Before Portuguese secondary education became comprehensive, school E 
was a grammar school ('liceu') well-known and with old traditions. 
The school was in the old University building, but in order that the University 
might reoccupy its old premises, a new establishment outside the city walls was 
built. 
It is a construction of several separated blocks, with a very agreeable 
appearance, but the school is situated near a noisy road which gives access to the 
city. 
Students 
The school has one thousand, eight hundred and ninety-seven students 
(one thousand, seven hundred and eighty-six - day classes and one hundred and 
eleven - evening classes). 
The school has the Unified General Course, the Complementary Course 
and 12th year during the day. In the evening there are only the three first years of 
secondary education. 
Geography teaching  
Geography in day classes is taught in the 7th, 8th and 9th years, in the 10th 
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and 11th years ('area of study' C) and in the 12th year. 
The HOD said that in previous years there were also geography courses for 
the 'study areas' A and D of the Complementary Course. 
Staff 
The department has seven teachers, five graduates with training in geogra-
phy, one graduate in sociology and another in landscape architecture. The two last 
ones have no training in geography. 
Five teachers have day classes and two teachers day and evening classes. 
Head of department 
She is fifty-three years old, a graduate in geography ('licenciatura' -
University of Lisboa), trained in geography (1979-1980), with fifteen years in 
teaching geography (fourteen in secondary education) and has already been head 
of department for nine years. 
She belongs to a group of teachers in charge of in-service training. 
In 1990/91 she will be involved in the implementation of the new education 
reform in five schools located in the districts of Evora and Beja (four state schools 
and one private). 
She is a member of the Geography Teachers Association. 
Teaching Resources 
In the school there is one very good specially-equipped geography teaching 
room that is not exclusively used for geography teaching (about 80% for geography 
teaching and 20% for other subjects). 
In the department there is a wide variety of teaching resources including a 
small library with textbooks, atlases and some specialist books in geography. The 
department subscribes to the magazine 'Finisterra' published by the Geographical 
Studies Centre of the University of Lisboa ('Centro de Estudos Geograficos da 
Universidade de Lisboa'). 
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The HOD complained that geography teachers could only have limited use 
of the overhead projector. 
The school offers reprographic facilities for tests and only for a few more 
teaching materials. The rest must be paid for. 
There are computer facilities because the school is involved in the 'Minerva' 
project and in 1990/91 will be involved in the new project IVA. 
She does not know the amount of departmental allowance for 1989/90. 
Textbooks 
No changes in the textbooks used were decided. Due the fact that the new 
syllabuses forthe 7th and 10th years would be on trial in this school in 1990/91, and 
there were not yet any textbooks written in accordance with the new syllabuses, 
other textbooks were not chosen. 
Information about the new syllabuses would be developed. 
Planning process  
Teachers used the plan sent to schools by the DGEBS that includes the 
number of teaching periods needed for each teaching unit and modified it according 
to the pupils' ages and economic-social level. 
At the beginning of the school year the content was divided into three parts 
and one third was allocated to each term. 
Usually the content order prescribed in the syllabuses is followed, neverthe-
less in the 9th and 12th years, sometimes the order was modified. The last topic 
prescribed in the 9th and 12th years syllabuses is the organization of urban space. 
Sometimes teachers preferred to approach this topic in the first place or they linked 
its study with that of the organization of industrial space. 
Influences on planning and teaching. 
The Inspector does not influence planning nor the school's Directive 
Council. 
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Parents, neither influence planning and they leave the problems concerning 
their children's instruction to the teachers (they rely on teachers). 
When they are asked they give financial aid for study visits or for photo-
copies. 
Constraints 
One of the most important constraints for planning and in the organization 
of different teaching activities is the difficulty forteachers to meet together, because 
some of them have classes in the morning, others in the afternoon and others in the 
evening. In the timetable there are no fixed hours for departmental meetings and 
they have no room ascribed for geography meetings. 
Each teacher is in charge of too many classes. 
The 12th form students who chose geography as an option are often not well 
prepared (their mathematical knowledge is not enough, they have difficulties in 
Portuguese interpretation and oral expression because they did the previous 
schooling years in small towns where the teacher in charge of one subject could 
change five or six times during one school year. The majority of students in the 12th 
year last studied geography in the 9th year and not in the 10th and 11th years. 
Teachers without academic and training qualifications are also a constraint 
and due to the problems quoted above, the HOD have difficulties in meeting and 
helping them. 
There are financial constraints for study visits and photocopies (but the HOD 
said that students do not necessarily read the photocopied material they are given 
and therefore teachers should be parsimonious with the use of photocopies). 
Teaching activities  
There are financial problems in organizing study visits and in the school, 
priority to other subjects, namely technical ones, has been given. 
The HOD with 12th year students organized visits to see urban aspects of 
Evora, to see the new residential areas around the city and to undertake map 
orientation activities (they used buses belonging to the police force). 
Geography teachers together organized a 'Geography Week' which in- 
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cluded: conferences - a person in charge of the Urbanization Plan and the Plan of 
the area of Evora was invited. (Plano de Urbanizacao' and 'Plano Director 
Municipal'); a projection of films of geographical interest; an exhibition of a 
diaporama about cities elaborated by geography teachers and an exhibition of 
pupils' work. 
There were great difficulties in doing interdisciplinary work. The 'School 
Global Plan' ('Plano Global de Escola') included a global topic to be approached by 
different subjects: 'Science, Culture and Food', but the activities were developed 
by subjects (a 'Geography Week', an 'English Week', a 'German Week'). 
The school has teachers of different subjects undergoing teacher training. 
These groups organized their own group activities. 
A work group to implement interdisciplinary projects was created in the 
school by the 'Pedagogical Council' ('Conselho Pedagogico'). The HOD belongs 
to the group in charge of this implementation but it became impossible to implement 
interdisciplinarity. 
Assessment  
Each teacher elaborates his or her own assessment tests. 
The HOD hopes that the new reform will give teachers the possibility of 
working together. 
Evaluation  
At the end of the yearthe questionnaire sent by the DGEBS is filled in. In the 
questionnaire, the years and forms where the teachers did not complete the official 
syllabuses and the reasons why they did not complete them are indicated. 
Syllabuses 
Pupils from the 7th year have difficulties in learning some concepts linked 
to the study of the atmosphere or maps scales. 
There is not enough time to complete the 7th year syllabus and often 
teachers did not complete the study of cities in the 9th year. 
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The HOD was chosen as consultant for the new syllabuses and went to 
Lisboa to an official meeting held at the ME. 
She brought the proposals of the new syllabuses and invited the geography 
teachers of other secondary schools of Evora to participate in an analysis of these 
syllabuses. One school sent a teacher, the other did not. 
They analysed the new syllabuses and sent a document to the group in 
charge of designing the syllabuses. The main criticisms concerned institutional 
problems of putting into practice the new reform (a large number of pupils per class; 
each teacher is in charge of many classes - eight, nine, ten; great difficulties for 
teachers to meet together). 
They also criticized the fact that geography teaching would be omitted from 
the 8th year. 
School F 
Before it become a state comprehensive school it was a private catholic 
school. 
The school building offers good conditions and was enlarged recently. 
It is a more traditional construction than that of school E, because it is a single 
block with green spaces around. 
Many pupils are from the outskirts of Evora, from rural areas and their 
parents have low incomes. 
Students 
The school has only day classes, from the 7th to 12th years, including a 
technical course. 
The school has about one thousand, two hundred students. 
Geography Teaching  
There is only geography teaching at Unified General Course level (7th, 8th 
and 9th years). 
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Staff 
There are five geography teachers in the department. Two graduates with 
teacher training in geography; one graduate in history, one graduate in sociology, 
one with the third year of the history course, all three without teacher training in 
geography. 
One of the graduate teachers with teacher training in geography belonged 
to the School Directive Council, and as a result had less time to spend on her 
department and her classroom teaching. 
Head of department 
She is thirty-nine years old, a graduate in geography (`licenciatura' -
University of Lisboa), trained in geography (1979/80) with a total of eleven years in 
teaching geography. 
She has already been head of department for three years. 
In 1989/90 she has been away on an in-service course on Environmental 
Education (subsided by the EEC) and attended a course organized by the 
Geography Teachers Association. 
In 1990/91 she will be involved in the implementation of the new education 
reform. She will work with the head of department of school E. 
Besides geography, she has taught cultural anthropology in the last two 
school years. 
She is a member of the Geography Teachers Association. 
Teaching resources 
The school has a specially equipped geography teaching room that is only 
used for other subjects when there are no geography classes using it. 
In the department there are a variety of teaching resources including a small 
library which has only textbooks, atlases and some specialist books in geography 
addressed to young people. 
The school offers reprographic facilities fortests and for a few otherteaching 
materials. 
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There are computer facilities because the school is involved in the 'Minerva' 
project and there is a 'Scientific club'. 
The departmental allowance in 1989/90 was ten thousand escudos (about 
thirty-eight pounds). This amount was used on the acquisition of maps. 
Textbooks 
In 1988/89 and 1989/90 teachers chose new textbooks for the 7th, 8th and 
9th years. The chosen textbooks have in the annex, exercises for pupils to apply 
knowledge acquired in classes, exercises that can be done in the classroom or at 
home. 
Due to the insufficiency of reprographic facilities it was convenient to have 
textbooks with exercises. 
Planning process  
At the beginning of the school year the HOD was alone, the other teacher 
with academic and training in geography was occupied with the school Directive 
Council (and was only in charge of two classes) and the HOD was obliged to wait 
for the appointment of other teachers. 
They did what was usually done in this school, they adapted the planning 
sent by the ME to the different classes. 
Teachers in charge of one school year met together and adapted this 
planning to the specific conditions of a certain class (in order to motivate pupils). 
Usually the sequence order of topics prescribed in the official syllabuses was 
followed because three teachers had no academic and training qualifications in 
geography and it was easier for them to follow this sequence, which was the same 
as that presented in textbooks. 
Besides this one teacher was still studying at university and often missed 
classes. 
It was not compulsory to follow this order, but it was proposed and teachers 
agreed to it. 
Nevertheless, in the 9th year afterthe study of rural space, urban space was 
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studied. The study of industry, not very important in the area, was done through 
group work. 
Influences on planning and teaching 
The Inspector does not influence planning. 
The school's Directive Council supports teachers' initiatives. 
The school has a global plan in which the main long term aim is the school's 
pedagogic autonomy. 
The work started with the elaboration of a new school internal regulation, 
with the collaboration of teachers, students and administrative personnel, and a 
reflection on values and attitudes (attitudes of students to students, students to 
teachers, teachers to students, students to parents, students to administrative 
personnel...) and a new relationship with the environment. 
The head of department took the initiative of creating an `Eco-club', that 
would contribute to creating a new relationship with the environment. This club 
would start its activities in 1990/91. 
Constraints 
One constraint was teaching time. Two teaching periods per week specially 
in the 7th year are not enough to do practical exercises needed to facilitate pupil 
learning. 
Nevertheless, the main constraint was that some geography teachers had 
no academic and training qualifications in geography. 
The HOD and the teacher graduate in history, but who taught geography, for 
two years, helped these teachers, working in a group with them. 
There were also financial and resources constraints. 
Teaching activities  
During 1989/90 the department did not organize any study visit. 
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The department gave its collaboration to external exhibitions, for instance, 
one on Macao. 
At the end of the school year, a 'school week' was organized and the 
department organized an exhibition of pupils' work and a projection of slides. 
In order to motivate pupils teachers used different strategies, for instance 
group work; sometimes pupils were in charge of animating the class. They did not 
use games for teaching. 
In the school there were several interdisciplinary initiatives, namely concern-
ing environmental education and the creation of an 'Eco-club'. 
Just now, environmental education concerned specially biological aspects, 
but the head of the geography department would make efforts to enlarge the 
contributions of geography to environmental education. 
The school established links with an English school (previously with a 
German one). 
Evaluation 
At the end of the year teachers were asked to indicate the syllabuses they 
completed and those that they did not. 
The majority completed them but some teachers did not finish the 7th and 
9th years syllabuses for the reasons indicated above. Teachers who covered the 
whole syllabuses content were obliged to simplify it (or reduce the number of 
objectives to be attained). 
Syllabuses  
The 7th year syllabus includes many abstract concepts. 
The new syllabuses were not sent to the school. 
Nevertheless the head of the geography department of school E sent copies 
of the proposals of the new syllabuses to this school and a teacher was sent to 
participate in the discussion about these proposals held in school E. 
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School G  
Before Portuguese secondary education become comprehensive, school G 
was a technical school. 
Students 
The school has around two thousand, six hundred students (one thousand, 
five hundred - day classes; one thousand, one hundred - evening classes). 
It has all the secondary education years (from 7th to 12th) during the day and 
the Complementary Course and 12th forms in the evening. It also has some 
technical courses. 
Geography teachina  
Geography is taught in the Unified General Course (7th, 8th and 9th years), 
in the Complementary Course ('study areas' A and D) and in the 12th year during 
the day; and in the Complementary Course and 12th year in the evening. 
Staff 
The school has seven geography teachers, five graduates in geography, 
two with teacher training in geography and three undergoing teacher training. 
Another teacher is a graduate in anthropology and another has three years of the 
geography course. 
Four teachers have day classes, one evening classes and three day and 
evening classes. 
In the school there is a teacher in charge of teacher training. 
Head of department 
He is thirty-five years old, graduate in geography (`licenciatura') trained in 
geography (1986/87), with eight years of teaching geography. 
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He has already been head of department for two years. 
In 1989/90 he attended two in-service courses, one organized by the 
Geography Teachers Association and another on ecology, organized by a maga-
zine publisher. 
He is a member of the Geography Teachers Association and of the 
Portuguese Geographers' Association. 
Teaching resources 
In the school there is no specially equipped room for geography teaching but 
one year ago a teaching room for geography and biology was designated. 
In the school there is an overhead projector, a slide projector and a video-
recorder (but the possibility of using them is limited). There are a few maps and 
globes, two compasses, six thermometers and twenty-eight slides (for geography 
teaching). 
There are a few books, textbooks and some specialist books in geography. 
There are reprographic facilities only for assessment tests and there will be 
computer facilities only in 1990/91. 
The departmental allowance in 1989/90 was sixty-five thousand escudos 
(about two hundred and forty-five pounds). 
A geographical encyclopedia and some meteorological equipment were 
acquired. 
Textbooks  
They did not change textbooks because new textbooks elaborated in 
accordance with the new syllabuses will replace the old ones in due course. 
Nevertheless each teacher was given the possibility of changing any 
textbook with the agreement of his/her pupils. 
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Planning process 
The HOD for some time, was the only graduate geography teacher. 
The head discussed the syllabuses with the other teachers and chose the 
more important topics. The sequence order of topics established in the syllabuses 
was altered (for instance in the 9th year it was decided to study urban space after 
population, which is more relevant for pupils than industrial space, because 
industry is not important in the area of Evora). 
He does not believe in formal planning (that is done during teaching training), 
but in a formulation of purposes, and adapts teaching to the class and to pupils' 
characteristics. 
For evening classes, it is not possible to do formal planning because 
students frequently miss classes, and they are very heterogeneous. 
The HOD, with the other teachers without academic and training qualifica-
tions in geography used to do work plans (and not a formal planning). 
Two years ago the school started to have teacher training in geography and 
four graduate geography teachers were appointed to the school, one to orientate 
teacher training and three others to be trained. 
Curriculum planning was then done by the teaching training group. 
Influences on planning and teaching  
The Inspector does not influence planning. 
The school's Directive Council gave in 1989/90, a bigger departmental 
allowance to the geography department because it was the one with the biggest 
lack of resources. 
In the department, priority was given to the proposals for planning and 
activities presented by the teacher training group. 
In this school the teacher training groups are of great importance. 
The school global plan did not include an overall topic, but different 
proposals specially formulated by the teacher training groups. 
In the teacher training groups special importance is not given to the school 
dynamic (`area escola'); this was the case in previous models of teacher training. 
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Constraints 
There are financial, equipment and resources constraints. 
A room for geography teaching was allocated only one year ago, and this 
room is shared with biology. There are two or three groups of biology teachers and 
one of geography teachers undergoing teacher training and these groups have 
priority in relation to the occupation of the geography room. 
Another constraint is the pupils' initial preparation (with deficiencies) and the 
number of pupils in a class (too big). (For one term, the head had a 12th year class 
with forty-six students. It was split in the second term). 
Some teachers are in charge of too many years and classes (one year the 
HOD had been in charge of classes from five different years). 
Nevertheless the main constraint has been the lack of teachers' academic 
and training qualifications in geography. Until two years ago only the HOD had 
these qualifications, the other teachers, without qualifications for teaching geogra-
phy, were appointed after the beginning of the school year and very often resigned 
and were replaced by others. 
In 1989/90 there were only two teachers without academic and training 
qualifications in geography. 
There are timetable constraints for geography teachers to meet together (it 
was only possible to meet half an hour at lunch time). 
Teaching activities 
Priority was given to the teaching training group's proposals of activities. 
A meteorological station was established with the help of the technologies 
('trabalhos oficinais') teacher training group. 
Together with the history teacher a study visit to Lisboa was organized. 
Pupils visited the Belem area (monuments, museums and planetarium). 
Visits to Evora (urban aspects) were also organized. 
Pupils from the teacher training teachers classes drew a compass card on 
the school courtyard pavement and made an astrolabe. 
The school plan includes proposals of interdisciplinarity but in fact these 
were little developed. 
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Geography and history teachers developed some work on the Portuguese 
Discoveries together. 
Assessment 
Each teacher does his/her pupils assessment. 
The HOD, during his teacher training proposed to develop observation and 
assessment objective tests (as well as to apply the new technologies to geography 
teaching) but his proposals were turned down. 
Evaluation  
At the end of the school year teachers indicate in relation to each syllabus, 
if they had completed it or not. 
The head asked the collaboration of his students to evaluate the teaching-
learning process. 
Syllabuses 
According to the head syllabuses content is not adequate to school reality; 
there is a lack of equipment and teaching resources; the content is not motivating 
to students; there is strong competition from the mass-media. 
The 12th year syllabus, timetable and assessment are equal for day and 
evening classes. According to the HOD they should be different because students 
are different and evening students very often miss classes. 
There are difficulties in completing the 7th and 12th years syllabuses 
(content too extensive, insufficiency of students previous preparation, teachers 
appointed after the beginning of the school year). 
The 7th year content is completed in the 8th year. 
There was no deep discussion of the new reform proposals. 
The proposals of new syllabuses for the 10th and 11th years were sent 
incomplete (one page in two) to the school three days before an enlarged 
discussion meeting that took place in Lisboa. 
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The HOD went to the meeting. 
Some teachers present there had not received any proposal of new 
syllabuses. There was already a more recent version (altered) of the proposal of 
new syllabuses (more recent than this received three days before). The HOD asked 
for photocopies of that version but was told that it was not possible to give 
photocopies to all teachers present at the meeting. 
He obtained the new 7th year syllabus not long ago. 
The HOD from the other school in Evora invited him and the other geography 
teachers to discuss the new syllabuses, but it was not possible to send anybody to 
the meeting. 
He does not believe in the efficacity of the new education reform. 
The head made many criticisms of the teachers training process taking place 
now (Tormagdo em exercicio'). 
School H  
Students 
School H has around one thousand, one hundred pupils (eight hundred and 
fifty pupils - day classes and two hundred and fifty - evening classes). 
It has all the secondary education years (day and evening classes). It also 
has a technical course on ornamental rocks. 
Geography teaching  
In day classes, geography is taught in the 7th, 8th, 9th and 12th years; in 
evening classes there is environmental sciences in the 7th year and geography in 
the 10th, 11th and 12th years. 
Staff 
In the department there are three teachers, one graduate and trained in 
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geography, two graduates in anthropology without training in geography. 
One teacher has day classes, two, day and evening classes. 
Head of department 
He is thirty-two years old, a graduate in geography (`licenciatura' - University 
of Lisboa), trained in geography (1985/86), with a total of fifteen years in teaching, 
thirteen in geography. 
He has already been head of department for two years and in charge of 
teacher training for one year. 
He taught Didactics of Geography at the University of Evora and was 
consultant for the 10th and 11th years new syllabuses. 
In 1989/90 he was also the school headmaster (`Presidente do Conselho 
Directivo'). 
Teaching resources 
There is a small room in the school for a maximum of ten students ascribed 
for geography and biology teaching. 
In the department there are a variety of teaching resources, including a small 
library with textbooks, atlases and some books on geography addressed to young 
people. 
There are reprographic facilities. 
In 1990/91 the school will be involved in the 'Minerva' project. 
Textbooks 
New textbooks were not chosen because two graduate teachers in geogra-
phy will be appointed to the school in 1990/91, and then the problem of maintaining 
or not, the same textbooks will be discussed. 
The HOD likes the textbooks used in 1989/90 and they have an auxiliary 
book with activities for pupils, that is very useful. 
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Planning process 
The HOD does annual and quarterly planning with the other teachers. This 
planning is followed by all teachers. (The HOD also plans each teaching unit). 
Firstly he used the planning he did during teacher training and ameliorated 
and altered it in successive years. (Probably nothing remains from the original 
planning). 
The sequence order of content prescribed in the official syllabuses is 
modified according to students suggestions and according to the content not taught 
in previous years, (in order to complete it). 
They do the planning in a way that could contribute to motivate students and 
modify it during the year, according to students reactions. 
Influences on planning and teaching. 
The Inspector asked to see the planning done throughout the school year, 
but did not give any comments. He advised on the use of different strategies and 
agreed with the alteration of the sequence of topics prescribed in the official 
syllabuses. 
The school's Directive Council supports teachers' initiatives. 
Parents do not influence on planning (they rarely go to the school). 
Constraints 
The school has a large area of influence, (specially in relation to the 12th 
year) and many pupils live in places far from the school. Public transport is not good 
and pupils have no time to study at home (some pupils leave home at 6 a.m. and 
arrive at 7, 8, 9 p.m.). There is no school transport. 
Students attending evening classes often miss school. 
There are financial constraints but the school is located in an industrial area 
and some enterprises give some financial aid to school initiatives. 
The main constraint has been the appointment of teachers without adequate 
academic and training qualifications (some are still studying in the university). 
The HOD helps these teachers. 
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Teaching activities  
In the department teachers use different teaching strategies. 
Group work is often used. 
The head organized a project on agriculture forthe 9th year, three years ago. 
They organize interdisciplinary study visits. In the last school year a study 
visit was organized with the history, biology and chemistry teachers (for 12th year 
students). 
Every year an interdisciplinary week is also organized and the geography 
department collaborates in several activities. 
Other interdisciplinary activities are difficult to implement because the 
syllabuses are not articulated and the staff changes frequently. Many teachers stay 
only a few years in the school. 
There are no links with other schools. 
Assessment  
Each teacher elaborates his/her tests. 
There are meetings to discuss assessment criteria. 
Evaluation 
There are periodical meetings to evaluate the teaching-learning process 
(monthly). 
Syllabuses  
The 7th year syllabuses presents some aspects difficult for the pupils' age. 
The new syllabuses were not sent to the school. 
The head went to the Geography Teachers Association annual meeting and 
obtained there copies of the proposals for the new syllabus. 
The HOD was chosen as a consultant for the 10th and 11th years new 
syllabuses and answered a questionnaire about these syllabuses. 
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CKaGYTIED 1  
1 	
'Comprehensive Law on the Education System', Law 46/86 of 14/10/1986 
(lei de Bases do Sistema Educativo'). 
There is a translation into English by D. Illingworth published by the GEP, 
Lisboa, 1987. 
2 	 According to Pires (1987, p. 6) this law, adequate for the Portuguese 
Constitution would permit 'clarificar a actual estrutura do sistema escolar e 
evitar a tomada de medidas avulsas, porvezes incoe re ntes ou contraditorias, 
pelos sucessivos governos bem como para proporcionar urn quadro estavel 
que viabilizasse uma reforma global e articulada do sistema educativo'. 
3 	
'Comissao de Reforma do Sistema Educativo (1988) - Proposta Global de 
Reforma - RelatOrio final'. 
4 	 Decree-Law 286/89 of 29/8/1989. 
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1 	 In the district of Castelo Branco the major percentage of the workforce 
belong to the secondary sector: 35.3%; and in the district of Portalegre and 
the Acores to the tertiary sector, respectively 39.6% and 43.3%. 
Nevertheless the two above districts and the Acores also have a large 
percentage of workforce in the primary sector, district of Castelo Branco 
33.0%, district of Portalegre 36.0% and the Acores 31.5%, respectively. 
2 	 Again the relative percentage of population from 0-19 years old, varies from 
region to region (Table 2.6 and Map 2.9). 
Map 2.9 shows the regions where this percentage was below average (in 
white with crosses) and those where this percentage was above average (in 
black) (Nazareth, 1988, p. 65 and 66). 
Table 2.6  
Percentages of population from 0-19 year old in  
Portugal and in Portuguese regions  
(1980)  
Regions % 
Algarve (A) 28.0 
Alentejo (B) 28.3 
Area Metropolitana de Lisboa (C) 30.3 
Centro Litoral (D) 33.4 
Norte e Centro Interior (E) 31.2 
Area Metropolitana do Porto (F) 38.1 
Norte Litoral (G) 43.2 
Madeira (H) 41.8 
Agores (I) 39.3 
Portugal 34.3 
Source: Nazareth, J. M., "A demografia portuguesa do seculo XX: 
principais linhas de evolugao e transformagao", in AnaIlse 
Social, vol. XXI, ICS, 1985 - (Nazareth, 1988, 65) 
A — Algarve 
B — Alentejo 
C — Area Metropolitana 
de Lisboa 
D — Centro Litoral 
E — None e Centro Interior 
F — Area Metropolitana 
do Porto 
G — None Litoral 
H — Madeira 
I — Acores 
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Map 2.9 
Portugal - Percentage of population from 0-19 year old in Portuguese regions in 1980. 
(Nazareth, 1988, 66) 
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In Graves (1979) 'Curriculum Planning in Geography' (p. 25, Figure 2.3) 'an 
objectives or linear model of curriculum planning' derived from Hilda Taba's 
work (Figure 3.2) is presented. 
Diagnose Need 
i.e. what behaviours need changing 
1 
Formulate Objectives 
I 
Select Content 
I 
Organise Content 
I 
Select Learning Experiences 
I 
Organise Learning Experiences 
I 
Decide what to evaluate and how 
to do it 
Figure 3.2 
An objectives or linear model of curriculum planning. 
Source: after Taba, 1962 
(Graves, 1979, 25) 
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2 	 The problem of curriculum integration will be approached in relation to 
geography. 
3 	 Lawton (1989, p. 43) in reference to England (he points out that there are 
special problems in Wales) indicates some of the arguments in favour of the 
principle of a national curriculum. 'First for example, it has been asserted, by 
HMI and others, that all children should be considered to have a right of 
access to a worthwhile curriculum (an entitlement curriculum); second, that 
there should be as much consensus as possible on the general aims and 
objectives of compulsory schooling; third, an egalitarian view, stressing 
equality of access to educational chances on a national basis, minimizing 
local differences in the quality of education offered; fourth, that common 
schools should transmit a common culture by means of a common curriculum; 
fifth, that is important for all schools to share common standards which would 
ensure reasonable levels of teacher expectation; sixth, that a national 
curriculum facilitates the geographical mobility of pupils; and seventh, that 
a national curriculum increases the accountability of schools and teachers'. 
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tNaPTIEh 4 
1 
	
The great majority of Portuguese geography teachers could read French 
and Spanish books, but were not able to understand books written in 
English. At university level the regional synthesis paradigm was dominant 
and Portuguese geography students could read mainly French works and 
a few Spanish ones, besides obviously, the Portuguese ones. 
2 	 Maya (1971 b), the author of the 'lesson plan', presented in the n.2 of the 
same bulletin, 'Cadernos de Geografia - Boletim do Ensino Liceal, rig 2, 
1971, p. 88-96', an article on group work in geography (the given example 
was a work on Australia). Among the authors she indicated: Carl Rogers 
(translated into Portuguese); M.A. Banny and L.V. Johnson; J. Luft (translated 
into French). 
3 	 A translation into English by D. Illingworth for the GEP is included in this 
work. 
4 	 Biddle (1982, p. 285) states that 'In the 1960s the tremendous growth in 
factual information, due to the increase of expenditure on research and the 
improvements in technology for processing data led philosophers and 
psychologists in education to question the emphasis on factual learning in 
the schools. Their conclusions were that the memorization of facts in a 
discipline or subject placed too much emphasis on the end-products of other 
people's thinking and not enough on the process of their own thinking; that 
disciplines were not to be defined by the objects they study but by the kinds 
of questions they asked and the conceptual structures they used; and that 
students should learn the skills of thinking and the ways of ordering reality 
so they could learn more efficiently in the future (Greco, 1967; Graves, 1975, 
1980; Mc Caskill, 1977)'. 
5 	
'The prophets of the curriculum reform movement at that time were Jerome 
Bruner and Joseph Schwab. They asserted that we must "have the courage 
to exclude" and develop materials which would help students understand 
and be able to use "the structure(s) of the discipline". There was a 
conventional wisdom within the Education Directorate of the National 
Science Foundation... and amongst the academics who had been brought 
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into the curriculum reform movement. This suggested that selection of the 
important ideas (concepts, structure) should be made by the elites of the 
discipline, who alone have the insight to distil the truly profound ideas. Then 
the work of developing the classroom materials which illustrate and teach 
these ideas can be developed by other academics and teachers. 
HSGP shifted to a model of leadership consistent with this conventional 
wisdom.' (Helburn, 1983, p. 20). 
6 	 This project was not influential in Portugal probably due the fact that in the 
60's the regional paradigm was still dominant at higher and secondary 
education levels and the materials had not been translated into Portuguese. 
In a recent book on didactics of geography (Alexandre and Diogo, 1990) a 
reference to the HSGP but not to the Schools Council Geography Projects 
appears. 
7 	 It is also known as the 'Avery Hill Project' because it was to be based at Avery 
Hill College of Education in London. 
8 	 It is interesting to point out that in the GYSL (1981 b) some of these key 
principles are modified. For example, instead of Geography being concerned 
with 'Prediction', in 1981 it is with 'Perception - an appreciation that decisions 
about the environment are very often related to the mental images which 
people have of particular places'; the key principle that Geography in 
schools exists primarily to prepare pupils for life in a modern industrial 
society and make them adaptable to meet the demands of this society is not 
mentioned. 
9 
	 It is also known as the 'Bristol Project' because it was to be based at the 
University of Bristol School of Education. 
10 	 It is interesting and important to read the statements of S. Jones, J. Rolfe 
and P. Cleverley (1981) about the introduction of the 'Geography 14-18 
Project' in the schools where they were teaching, which were chosen as pilot 
schools. 
11 	 Other Schools Council Projects concerned in different ways and measures 
geography. 
Other organizations than the Schools Council, sponsored projects and 
some concerned geography too. 
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Due to the scope and the objectives of this work, only titles of some of these 
projects are indicated. 
Schools Council Projects: 
The Environmental Studies Project'; 'The Project Environment'; 'The Social 
Studies 8-13 Project'; 'History, Geography and Social Science 8-13 Project'; 
'The Integrated Studies Project'; 'The Humanities Curriculum Project'. 
Other projects: 
'The Geography Schools and Industry Project' (GSIP) established by the 
Geographical Education; The Computer Assisted Learning in Upper School 
Geography (CALUSG) Project'. 
12 	 It is interesting to point out that Kelly (1982, p. 61) argues that to integrate 
separate areas of knowledge clearly 'is a problem, since it raises certain 
practical difficulties for school organization; but, ..., it is not a logical problem 
since, if it were, either we would have been aware of it long ago or we should 
by now have encountered real difficulties in dealing with long-existing kinds 
of integrated knowledge, such as the study of geography'. 
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CNaRTIER  
1 	 Lawton (1983) states that it is however important to make a distinction 
between rejecting the classical humanist ideology because it is essentially 
anti-democratic, and rejecting either the idea of cultural heritage or the 
importance of subjects and subject-matter. According to the author 'cultural 
heritage' somewhat differently defined, is important for all young people, not 
simply for the future leaders of societies. 
2 	
'Estatutos do Collegio Real de Nobres da Corte, e Cidade de Lisboa', 1761, 
Officina de Miguel Rodrigues. 
3 	
'Compendio de Geographia e Historia antiga e moderna e Chronologia' by 
J.P.C. Casado Geraldes, 1826, and tigoes elementares de Geographia e 
Chronologia com seu atlas apropriado e accomodado ao estado de 
conhecimentos e mais circumstancias dos alum nos da Aula de Arithmetica, 
Geometria, Geographia e Chronologia do real Collegio das Artes da 
Universidade de Coimbra' by Frei José da Sacra Familia, 1830 (Quoted from 
Deusdado, 1896, p. 5). 
4 	 Heleno Junior (1919) relates some developments in geography teaching 
before the reform of secondary education of 1836. He quotes the works of 
Ribeiro (1871-1889) and Deusdado (1896) as sources of information. 
5 	 Decree of 17/11/1836. The reform of primary education is dated the 15/11/ 
1836 and the higher education reform is dated the 5/12/1836. 
Manoel da Silva Passos, known under the name Passos Manoel, was then 
the 'Secretario de Estado dos Negocios do Reino'. 
6 	 Decree of 20/9/1844. 
Costa Cabral was the promoter of this reform. 
7 
	
The study of the subjects mentioned in the previous reform was maintained, 
with the exception of Physical Education, that was then suppressed. 
8 	 As in the previous reform, the curriculum was not the same in all schools but 
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History, Chronology and Geography were to be taught in all liceus'. 
9 	 To the ticeu' of Lisboa, a Commercial School (`Escola de Commercio' or 
`Seccao Commercial') was annexed, which had already been created in 
1756 under the name of 'Aula de Commercio'. Until 1866 this situation was 
maintained; the Commercial School of Lisboa was then created . In 1852 
technical industrial education and agricultural education were created. In 
1869 the Commercial and Industrial Institute of Lisboa (joining commercial 
and industrial education in the same institute) was founded. 
In 1844 for the Commercial School the study of Geography, specially 
Commercial geography, Chronology and History were prescribed. It was a 
two years course. 
10 	 On 12th August 1854, in the ticeus' of Lisboa, Porto and Coimbra the study 
of 'Arithmetic, Elementary Algebra, Geometry, Trigonometry and 
Mathematical Geography ' were prescribed. (Carvalho, 1986, p. 594). 
11 	 'Regulamento para os Lyceus Nacionaes' of 10/4/1860. 
12 	 These two subjects should be taught by the substitute teacher of history. 
Since 1844 there were two categories of teachers: 'professores' and 
`substitutos'. 
13 	 On 4th December 1860 for the 'liceus' of second class, a two years course 
of elementary mathematics which included the study of mathematical 
geography, was prescribed. 
The study of History and Geography, especially of Portugal and its Colonies 
was a one year course, taught by one 'professor'. 
14 	 On 9th September 1863 a new regulation forthe 'liceus' was published. The 
study of 'Geography and elementary History in the first yearwas suppressed; 
and for the study of Chronology, Geography and History especially of 
Portugal and its Colonies, in the 4th year, daily classes (by a 'professor') 
were prescribed. Each class lasted 2 hours. 
The teaching of mathematical geography was maintained. 
15 	 Deusdado (1896) states that in 1863 was the first time that syllabuses for 
several secondary education subjects were developed. In some cases 
these syllabuses were sent in manuscript to the 'liceus', but they were never 
printed. 
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16 	 In 1870 the `Ministerio da Instrugdo PCIblica' was created. 
17 	 Decree of 23/9/1872. Regulation of 31/3/1873. 
18 	 In the 2nd class liceus' the same subjects were to be taught in the 3rd and 
4th years (the last year). Respectively 3 and 4 classes per week . 
19 	 'Dario do Governo' nQ 231 of 12/10/1872. 
20 	 On 10th November 1875. 
The official approval of the first statutes was on 29th January 1876. 
21 	
'Estatutos e Regulamento ProvisOrio da Sociedade de Geographia de 
Lisboa', Lisboa, 1876 in Publicagfies da Sociedade de Geografia de Lisboa 
(SGL), I, 1876-1879. 
22 	 The members of this section were mainly teachers of different establishments 
of higher and secondary education, but also army officers and other 
professionals. 
The President (Marianno Ghira) was a Professorfrom the 'Escola Politecnica'. 
This school's aims were 'to prepare students forthe Army and Navy schools, 
and give higher scientific education to other students'. 
See Boletim da SGL, 1, 1875. 
23 	
`Pareceres' n. 1 of 29/11/1876, in Publicagoes da SGL, I, 1876-1879. 
24 	 On 11th November 1876 one of the members of this Committee J. A. Simoes 
Raposo presented a memo on the teaching of Geography and History of 
Portugal in primary schools. 
He pointed out the importance of geography teaching for the development 
of the Portuguese colonies. 
He stated that at primary school, pupils in geography classes, only memorized 
names, and instead there was a need to show the influence on Man of 
location, climate, configuration and nature of the country where he lives and 
how he modifies the environment. 
He argues that in geography classes the use of drawings, pictures, photos 
and specially of maps were to be compulsory (Raposo, 1877). 
25 	
`Estudo crftico, philosophico das poderosas e incontrastadas influencias do 
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Meio, na accepgao mais lata da expressao: - Este o coroamento e a 
synthese da sciencia geographica. (...) A geographia bebe nas outras 
sciencias muitos dos seus elementos, em compensagdo presta a historia, 
a politica, e a arte de guerra - servigos eminentes' in Pareceres - ng 1 - 
PublicagOes da SGL, I, 1876-1879 (p. 17). 
	
26 	 The authors of this article analysed the following textbooks: 
- `Botelho, M. F. de Medeiros - Nogoes Elementares de Geographia 
Mathematica, Physico-GeolOgica, Politica e Atmosphero-Meteorologica., 
Coimbra, Imprensa da Universidade, 1861. 
- Id., 22 ed., Coimbra, 1867. 
- Id., 3a ed., Curso de Geographia Antiga e modern, Chronologia e Historia 
da Geographia para uso dos lyceus., Lisboa, 1878. 
- Id., 43 ed., Curso de Geographia e Chronologia para uso dos lyceus., Porto, 
1891. 
- Carneiro, B. J. da Silva - Elementos de Geographia e Chronologia, para 
uso das Escholas, Coimbra, Imprensa da Universidade, 1844, (24 ed.,1848; 
54ed., 1858; 84 ed., 1868). 
- Pereira, J. Felix - Compendio de Geographia, Lisboa, Imp. Commercial, 
1852, (24ed., 1853; 74 ed., 1868; 134 ed., 1888). 
- Sd, A.F. Moreira de - CompOndio de Geographia Elementar para uso dos 
alumnos que frequentam o primeiro anno do curso geral do lyceo, Lisboa, 
Typ. Universal, 1860, (24 ed., 1861; 34 ed., 1870; 44 ed., 1878). 
	
27 
	
Decrees of 14/6/1880, 12/8/1886, 20/10/1888 and 29/10/1888. 
	
28 	 The 1880 syllabuses prescribed for the 3rd year, the study of physical 
geography terminology, ancient geography, particularly of Greece, of Italy 
and of the Roman Empire, 'general features' (`geographia geral') of the 
geography of all continents, and physical and political geography of Portugal 
and its colonies (beyond the study of Ancient History); for the fourth year: 
cosmography; systematic physical geography; ethnography (human races); 
political geography (including the study of 'organized states', languages, 
religions and transports; and economic geography of Portugal; (besides the 
study of the History of the Middle and Modern Ages and of Portugal). Decree 
of 14/10/1880. 
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29 	 in Boletim da SGL, 1881, 9-10, p. 674-676 
30 	 They stated that there were excellent elementary books and other more 
developed works in German, English and French, which everybody knew 
and could be conveniently used in geography teaching. They quoted the 
works of Levasseur, Perigot, Cortambert and Pigeonneau (France); de Fief 
(Belgium); Lawson, Gill, Boardman and Hughes (England) and the atlases 
and maps of Sidow, Berghaus, Stieler and others published by Justus 
Perthes in Gotha, by Philips and Son in London, and the maps in relief of 
Levasseur and Kleinhans. 
31 	 See Deusdado (1896), p. 28-30. 
32 	 In 1888 the syllabuses from 1886 were altered to adapt them to the reform, 
but in 1889 new syllabuses were adopted. 
See 'Programmas do Ensino Secundario' (Decree of 20/10/1888) and 
Programmas para o Ensino Secundario', Lisboa, Imprensa Nacional, 1889. 
33 	 Decree of 22/12/1894; regulations of 18/4, 14/8 and 14/9/1895. 
34 	
'Programma para o Ensino da Instrucao Secundaria' Lisboa, Imprensa 
Nacional, 1895. 
35 	 Boteiho, José Nicolau Raposo (n.d.) Geographia geral. (9a edigao), Porto . 
Wagner, Herman (1893) Atlas escolar, Gotha, Ed. Justus Perthes. 
36 	 Decree of 29/8/1905 and Decree of 3/11/1905 (syllabuses). 
37 	 Quoted from Carvalho (1986, p. 620). 
38 	 Until this date the study of these subjects was prescribed for two school 
years in 1860, 1872, 1880 and 1886; only for one year in 1863. Nevertheless 
the years changed from reform to reform (1860 - 1st and 5th years; 1863 -
4th year; 1872 - 5th and 6th years; 1880 and 1886 - 3rd and 4th years). 
39 	 It is important to point out that in 1880 the study of physical and political 
geography of continents and of Portugal and its colonies was prescribed 
before the study of cosmography and of physical and political geography of 
the globe (though it included a 'Complement of Geography of Portugal' to 
end the study). 
In 1886 the study of physical geography of the globe preceded that of 
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continents, of Portugal, of cosmography, a study more in depth of the 
continents and finally a study of the political geography of the globe (and 
history of geography). 
In 1895 physical and political geography of the globe was the content 
prescribed for the two last years of secondary education (6th and 7th years). 
In 1905 in the first three years the study of elements of political and economic 
geography of the globe preceded that of physical geography of the globe and 
that of Portugal and its colonies and of continents. At the same way the study 
of cosmography and of systematic physical, political and economic geography 
(prescribed for the 6th year) antecedes this of the Chorography of Portugal 
(and of the elements of history of geography) prescribed for the last year of 
secondary education (the 7th). 
ao 	 A. Girao (1940) quotes the work `Chorographia de Alguns Lugares' (16th 
century) from Gaspar Barreiros, a notable work from the time when the 
Portuguese had a special interest on the knowledge of lands, seas and airs. 
Gaspar Barreiros not only described natural phenomena but tried to explain 
them, giving special importance to natural causes (see also Girao and 
Morais, 1950 and Girao 'Urn geografo portuguOs do saculo XVI' in Boletim  
do Centro de Estudos Geograficos, Coimbra, 1950, 1, Varia, p. 59-60). 
Guerreiro (1984) quotes the article of J. Romero Magalhaes (1980) 'As 
descrigoes Geograficas de Portugal: 1500-1650 - Esbogo de problemas' in 
Revista e Historia EconOrnica e Social. 5, and points out that in Portugal 
chorographies were written from the XVI to the XIX centuries and quotes two 
good examples, both about the Algarve from Frei Joao de Sao José (1577) 
and from Joao Baptista da Silva Lopes (1841). 
But as Girao (1940) points out, in the 17th and 18th centuries there was a 
decline in geographical studies and the chorographic works then published 
were not scientific and some were even imaginary. 
In the XVI century geography was already taught at the University of 
Coimbra. The Jesuit University Colleges prepared students forthe Missions; 
they needed to know the land and the people where they would work, and 
these colleges became centres of culture and geographical information. 
In Coimbra geographical aspects in the mathematics and physics courses 
were then taught, and probably the first topographical survey of Portugal 
was made by Alvares Seco in 1560 linked with this teaching. 
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Portuguese professors taught then at Jesuit Colleges in Paris (see 'Coimbra 
e a geografia em Portugal no seculo XVI' in Boletim do Centro de Estudos 
Geograficos, 1952, 4-5, Varia, p. 114-116). 
In 1857, a law not approved by Parliament, proposed the creation of Higher 
Education Arts studies. These studies would include the study of geography. 
In Coimbra the study of geography already existed in the 'Au la de Aritmetica, 
Geometria, Geografia e Cronologia', from the 'Real Colegio das Ares' 
(Amaral, 1981 a). 
41 	 On the 17th February 1876 the 'Commissao Central Permanente de 
Geographia' was created ; in 1880 it started to be called 'Commissao Central 
de Geographia' (Decree of 12/8/1880). It was in charge of collecting and 
organizing all the documents that could contribute to the development of 
scientific knowledge concerning geography, ethnology, history, archaeology, 
anthropology and natural sciences of Portugal and specially of its Overseas 
Possessions. 
42 	 A. Gird° (1951) wrote an article about a description of the Centre of Portugal 
made by G. Perry in 1860 and transcribed his travel notes which show 
evidence of his rigorous landscape observation (followed by the transcription 
of the travel notes). 
43 	 G.Pery quotes as a main source of the foreign statistical data Maurice 
Block's `Statistique de la France' and from the same author 'L'Europe 
politique et sociale' (1869). 
44 	 G.Pery quotes, among others, the studies of Barbosa du Bocage and Brito 
Capello on natural sciences; Nery Delgado on geology; Rebelo da Silva on 
population and agriculture; Moraes Soares and Bernardo Lima on agriculture; 
Costa, Carlos Ribeiro and Nery Delgado on archaeology and so on. 
as 	 In 1968 Carlos Ribeiro and Nery Delgado had already published a report on 
the distribution of trees in Portugal 'RelatOrio acerca da Arborizagdo Geral 
do Pais' (Quoted from Ribeiro, 1978). 
46 	 The five maps were the following: 'I - Carta Concelhia; II - Carta do relevo, 
orographica e regional; III - Carta dos arvoredos (Carta xylographica); IV -
Carta agronomica; V - Carta da povoacao conceihia'. 
47 	 The most famous expedition started from Lisboa on the 7th July 1877. One 
of the expedition organizers Serpa Pinto, crossed by land the south of Africa 
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from Benguela (Angola) to Durban (Natal), where he arrived in 1879. 
48 	 Decree n. 5 of 24/12/1901. 
49 	 'Portaria de 7/8/1902, mandando abrir concurso para provimento das 
cadeiras de histOria e geografia do Curso Superior de Letras' in 'Diario do 
Governo' n. 177 of 9/8/1902. 
50 	 Decree of 8/10/1902 in Diario do Governo' of 20/10/1902. 
51 	 Decree of 9/5/1911 and 'Regulation from the Faculties of Arts of the 
Universities of Lisboa and Coimbra' of 19/8/1911. 
52 	 The Faculties also give the degree of 'doctor and in 1918 the 'licenciatura' 
examination was created. 
53 	 Reform of 1957: 
ticenciatura' in Geography 
Disciplines 
1st year 
Physical Geography I 	 annual 
Mineralogy and Geology 	 annual 
Botany 	 annual 
Zoology 	 annual 
2nd year 
Physical Geography II 	 annual 
Human Geography I 	 annual 
Geology 	 annual 
Topographical Drawing 	 semestral 
Optional discipline 
	 annual 
3rd year 
Human Geography 11 	 annual 
Systematic Ethnology 	 annual 
Pre-History 	 annual 
History of Portugal I 
	 annual 
Optional discipline 
	 annual 
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4th year 
Geography of Portugal 	 annual 
Geography of Tropical Regions I 	 annual 
Regional Geography 	 annual 
Regional Ethnology 	 annual 
History of Portuguese Discoveries 	 annual 
Optional discipline 	 annual 
5th year 
Geography of Tropical Regions II 	 annual 
Applied Geography 	 annual 
Research Seminar 	 annual 
Dissertation 
54 	 In 1948 two-year courses for 'professores-adjuntos' to solve the problems 
of a shortage of teachers in technical schools, was created. The 'professores-
adjuntos' could teach two disciplines, for example, geography and 
mathematics. These courses were abolished in 1968. 
55 	 For instance, see Telles (1924 b). 
56 	 In Telles (1908 b). 
During the last years of his life Silva Telles initiated a work on the same 
topics, but he did not complete it. 
57 	 A.Girao states about Ferraz de Carvalho, `Geologo e geografo consumado, 
era ao mesmo tempo investigador de gabinete e investigador de ar livre. 
Quantas vezes, nos seus trabalhos de campo, os alunos, sempre mais 
novos do que ele, tinham dificuldades em o acompanhar por vales e serras 
do Norte ao Sul do Pais!' in Girao and Morais (1955, quotation, p. 2). 
Nevertheless, Rebelo (1987) states that he did not do much fieldwork, and 
as far as the relief and hydrography of Portugal was concerned, he mainly 
reflected on the works previously published about the subject. 
Feio (1984, p. 30) states: 'quant au travail personnel, au travail sur le terrain, 
ii ne les pratiqua jamais'. 
58 	 In fact in France for more than one hundred years, a large number of 
geographers adopted the division of France into river basins, as more 
appropriate for geographical studies. 
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This idea came from Philippe Buache that in 1752 presented his `theorie des 
grands basins'. 
This theory despite severe criticism, appeared in geographical works for 
most of the 19th century. 
Nevertheless, as Feio (1984) points out, in 1922 la mode en avait déjà passé 
a !'stranger'. 
A. Gird() (1953) wrote an article entitled 'As bacias fluviais como base de 
estudo regional' explaining the reasons why he chose, 31 years before, a 
river basin for his thesis. 
59 	 Lautensach regrets that Girao did not study the evolution of the population 
and of economic activities of Viseu. 
60 	 Feio (1984) argues that these works were not of good quality (p. 30), but as 
Lautensach points out in his bibliography of Portugal, the Geography of 
Portugal of A. Gird() was the first developed Geography of Portugal written 
by a Portuguese person and had a large number of maps and photos. 
61 	
'Line nouvelle carte de Ia repartition de Ia population au Portugal'; 
depots de type «raft), 
 au Portugal' (in collaboration with M. Feio); `Montanhas 
Pastoris de Portugal' (in collaboration with M. A. Placido); les transformations 
de ('habitat et des cultures dans Ia contree de Pinhal Novo (Portugal)' (in 
collaboration with J. R. Lisboa); 'Paysages ruraux en Mediterranee et en 
Afrique Noire Occidentale'; 'Sur les divisions geographiques dans les 
etudes regionales'. 
62 	 In the original 'formation'. 
63 	 Regulation of 9/9/1919. 
64 	 Decree of 12/4/1928. 
65 	 Decree-Law 43864 of 17/8/1961. 
66 	 Decree-Law 205 of 20/6/1972. 
67 	 See Gaspar, 1985. 
68 	 Decree of 29/3/1911. 
69 	 The Ministry of Public Instruction was first created on 12th June 1870 and 
abolished on 27th December of the same year. 
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That Ministry was created again on the 5th April 1890 and abolished on 3th 
March 1892 (due to financial reasons). 
Finally, it was created again on 7th July 1913 (quoted from Carvalho, 1986). 
70 	 Reform of primary education. Decree of 31/12/1956; and Decree-Law of 28/ 
5/1960. 
71 	 The following decrees and documents concerning reforms of secondary 
education and syllabuses were analysed: 
Decree 3091 of 17/4/1917 - (Reform of secondary education); 
Decree of 14/7/1918 - (Reform of secondary education); 
Decree 4799 of 8/9/1919 - (Regulation of secondary instruction); 
Decree 5002 of 28/11/1918 - (Syllabuses); 
Decree 6132 of 26/9/1919 - (Curriculum plan and syllabuses); 
Decree 6316 of 30/12/1919 - (Instructions); 
Decree 7558 of 18/6/1921 - (Regulation of secondary instruction); 
Decree 12425 of 2/10/1926 - (Curriculum plan); 
Decree 12594 of 2/11/1926 - (Syllabuses); 
Decree 16326 of 15/1/1929 - (Complementary course syllabuses); 
Decree of 27/8/1930 - (Curriculum plan); 
Decree 18885 of 27/8/1930 - (Syllabuses); 
Decree 20369 (Diario do Governo' of 8/10/1931 'Suplemento') 
(Syllabuses); 
- Decree 20741 of 2/1/1932 - (Reform of secondary education); 
- Decree 24526 (Diario do Governo', I Serie, n. 235 of 6/10/1934) -
(Syllabuses); 
Law 1941 of 11/4/1936; 
Decree-Law 27084 of 14/10/1936 - (Reform of Secondary Education); 
Decree 27085 of 14/10/1936 - (Syllabuses); 
Decree-Law 36507 of 17/9/1947 - (Reform of secondary education); 
Decree 36508 of 17/9/1947 - (Statute of secondary education 'liceal'); 
Circular 1418 (Diario do Governo', I serie, n. 231 of 4/10/1947) 
(Syllabuses - 'liceal' education); 
Decree 37112 of 22/10/1948 - (Syllabuses - 'liceal' education); 
Decree 39807 of 7/9/1954 - (Syllabuses - 'liceal' education); 
Decree-Law 47480 of 2/1/1967 - ('Institution of the Preparatory 
Cycle'); 
Decree 48572 of 9/9/1968 - (Preparatory Cycle curriculum plan); 
'Portaria' 23601 (Diario do Governo' of 9/9/1968) - ('Preparatory 
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Cycle syllabuses); 
`Programas a ensaiar ao abrigo do Decreto-Lei n2 48547, 1972' -
(Experimental syllabuses of the 3rd year of the new 1st cycle 
of Secondary Education). 
72 	 In 1917, it was said that the aim of secondary education General Course was 
to give pupils a range of knowledge, useful by itself and which could 
contribute to the development of pupils' faculties; the Complementary 
Course was designed to improve students' education and prepare them for 
higher education courses. 
In 1918 (at the time of Sidonio Pais' dictatorship) it was stated that secondary 
education aimed at the formation of an elite which, directly or indirectly, had 
a fundamental influence on public affairs. 
The same year new syllabuses were published and in the following year 
(1919) instructions to standardize the teaching in all the `liceus'. In relation 
to geography it stated that in the first two years the subject should contribute 
to the development of the faculties of observation and comparison, but in the 
3rd, 4th and 5th years it argued that geography teaching should give pupils 
a rigorous and detailed knowledge of the geographical and economic 
conditions of different countries, and in the 6th year (of the Arts Section) and 
in the 7th year (of the Sciences Section) students should study systematic 
geography, giving Portuguese examples. They should also acquire a 
knowledge of the Chorography of Portugal and its colonies. 
These instructions are a good example of aims ascribed to geography 
teaching during this period. 
In 1932 it was stated that secondary education should provide the elements 
of a 'general culture' needed to prepare students for living in society and for 
higher education courses. 
In 1936 the aims of secondary education ('liceus') were limited to giving 
students a 'general culture' useful for life (previously it was also to prepare 
them for higher education, this reappeared in 1947). 
In 1936, forthe 4th, 5th, 6th and 7th years it was stated that 'cultural sessions' 
should be organized with the main aim of students acquiring a knowledge 
of the Colonial Empire, of Portuguese art and of civic education. 
The `Mocidade Portuguesa' should collaborate, in all the secondary education 
schools (public and private) to develop in pupils the physical capacity, 
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character, a devotion to Fatherland and a sense of order, discipline and 
military duty. 
The 1936 syllabuses for the three first years stated that the main aim of the 
discipline of Geographical and Natural Sciences was knowledge of Earth, 
and in the 7th year of the Earth in the Universe, of its physical life, its 
elements and evolution (the study of geography was then not prescribed for 
the 4th, 5th and 6th years). 
By 1948 it was stated that in the first cycle, the study of Geographical and 
Natural Sciences had as its main aim, 'knowledge of Earth, asthe environment 
of Man' and the development of pupils' minds giving them different kinds of 
information and the possibility of seeing, observing, distinguishing, reasoning, 
searching for analogies and arriving at conclusions. 
In the 2nd cycle, the development of pupils' capacities would be dominant 
but information must be given in greater depth. In geography there was a 
need to give a general knowledge of the Earth, and knowledge yielding 
`minimal culture' (through observation, analysis, comparison, selection of 
the fundamental elements, deduction). 
In the 3rd cycle information would be dominant in relation to development, 
because the teaching was specialized and prepared students for higher 
education. 
In 1968 for the two first years of secondary education (the Preparatory 
cycle), the curriculum included the study of History and Geography of 
Portugal. 
It was stated that the study of history was essential `to make the child believe 
in the excellence of our Fatherland and of our civilizing mission' and the 
`knowledge and the love of our history can be identified with the knowledge 
and love of our territory'. 
It was then the time of the Colonial war. Portuguese children should know 
the history and the geography of 'Portugal in Europe, Africa, Asia, how the 
Portuguese were able to improve the territory and the people and how they 
should go on with their mission progressively better'. 
In 1970/71 the 3rd year syllabuses were modified and in the observations in 
the annex it was said 'What matters, fundamentally is the formative value -
and not the informative one - of Geography'. 
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In 1972 experimental syllabuses were elaborated for the 3rd year of 
secondary education. 
73 	 The following syllabuses from the Commercial and Industrial Schools were 
analysed: 
`Programas professados nas Escolas Elementares de Comercio', 
Lisboa, Imprensa Nacional, 1915; 
`Programas das disciplinas professadas nas Aulas Comerciais', 
Lisboa, Imprensa Nacional, 1920 (Decree n. 6981 of 6/9/1920); 
'Programas dos Cursos das Escolas Comerciais, aprovadas por 
Decreto nQ 11490 de 9/3/1926', Lisboa, Imprensa Nacional, 1926; 
`Programas do Ensino Profissional Industrial e Comercial', Lisboa, 
Imprensa Nacional, 1963 (`Portaria nQ 13800 de 12/1/1952, alterada 
pelas Portarias nQ 15007 de 27/8/1954 e 15546 de 19/9/1955'); 
The following decrees concerning these schools were also analysed: 
- Decree-Law 37028 of 25/8/1948; 
- Decree 37029 of 25/8/1948. 
74 	 In 1934 the study of elements of cosmography was prescribed only for the 
Sciences Section. 
75 	 See Ferreira, 1980. 
76 	 Leite Pinto was then Minister of Education. He was in charge from the 7th 
July 1955 until the 4th May 1961. 
77 	 History was then linked with Philosophy at University level. 
78 	 They quote the excursion's pedagogical advantages indicated by Branon on 
The Teaching of Geography'. 
79 	 In the secondary schools museums were organized with maps, samples of 
economic productions of Portugal and the Colonies, instruments used by the 
rural population of Portugal and Colonies, and so on. 
80 	 Decree n. 4649 of 13/7/1918. 
81 	 Decree n. 18973 of 16/10/1930. 
82 	 Santa Rita (1929) held a conference at the SGL on the teaching of 
Geography in Primary School. He said that geography teaching was not only 
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to memorize names, to know by heart localization on maps, but its aim was 
the study of the Earth's surface and the distribution of different facts on it: 
description and explanation. 
83 	 Heleno Junior explai ns the reasons why geography is important for education. 
For the author geography is: `o patamar das sciOncias ffsicas, é a chave da 
histOria, é a base do comercio; porque a geografia dando a conhecer o 
mundo, tern umaconsideravel importancia para o agricultor, para o industrial 
e para o comerciante; porque a geografia nos explica o caracter dos povos 
e a formagao das nacionalidades; porque finalmente a cultura geografica 
nos explica muitas vezes a grandeza das nagoes. 
A geografia, desenvolvendo o amor pela natureza, engrandece o espirito, 
desperta e aviva os sentimentos mais nobres; estudando a terra, como 
habitagao humana, esclarece os lagos de solidariedade e "dignifica, segundo 
a expressao de Herder, o sentimento de humanidade em todas as suas 
formas". 
A geografia, dando a ideia de ordem e de harmonia, desenvolvendo os 
sentimentos estOticos, exercitando o espirito de obervagao, de analise, de 
comparagao, o sentido das relagoes e dos grandes encadeamentos, 
contribue poderosamente para a educagao do espirito, para o 
aperfeigoamento de todas as faculdades, ao mesmo tempo que, no ponto 
de vista utilitario, presta na vida os maiores servigos. 
Estudando a superficie da terra, a influencia dos elementos, interpretando 
a natureza, a geografia mostra ao homem as dificuldades e perigos e 
ensina-Ihe a dominar o meio, a obedecer as leis naturals. 
Corn tal importancia a geografia 6 a sciencia do futuro e (...) ela contribuira, 
mais do que qualquer outra para a superioridade humana e para o 
progresso da civilisagao.' (Heleno Junior, 1919, p. 141-142). 
84 	 Aboutgeography teaching the same authorstates that the study of geography, 
in accordance with pupils' psychology, should be done following four 
different phases of evolution; perceptive and conceptual; representative; 
descriptive; rational and explanatory. 
85 	 Firstly in Biblos, secondly in a volume, Coimbra, 1936. 
86 	 The 2nd edition of the Atlas is from 1958; the 2nd edition of the Geography 
of Portugal is from 1949-51 (the author added Agores and Madeirathen); the 
3rd from 1960. 
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87 	 He quotes only the name of A. Gama. 
88 	 The following syllabuses were analysed: 
Primary education  
- 'Programas do Ensino Primario Elementar', MEC, 1980. 
Preparatory education  
- 'Ensino Prerparatorio. Programas para o ano lectivo 1974/75', 
MEC, 1974. 
- 'Ensino Preparatorio. Programas para o ano lectivo 1981/82', 
MEIC, n/d. 
Secondary education  
(Unified General Course) 
'Curso Secundario Unificado Programas. SOtimo Ano de 
Escolaridade', MEIC, 1975; 
'Ciencias Sociais. Indicagoes Metodologicas Gerais', MEIC, 1975; 
'Programas de Geografia - 7Q Ano de Escolaridade' (7th year): 
- 1977/78; 
- 1978/79 ('Despacho do SEEBS' of 27/7/78'); 
- Circular ES 27/80 of 11/8/80; 
- .Officio-Circular' 16/83 of 19/1/83; 
- Circular 144/85 of 15/7/85; 
- Circular 170/85 of 10/10/85; 
'Programas de Geografia - 84 Ano de Escolaridade' (8th year): 
- 1977/78; 
- 1978/79 ('Despacho do SEEBS, 27/7/78'); 
- .Portaria 574/79 - Diario da RepUblica n' 252, 31/10/79'; 
- 1980/81 ('Despacho do SEEBS', 7/8/80); 
- .Officio-Circular 16/83, 19/1/83'; 
'Programas de Geografia - 94 Ano de Escolaridade' (9th year): 
- 1980/81 ('Despacho do SEE, 10/7/80'); 
- 1983/84 
- 'Officio-Circular 139/83, 14 /7/83'. 
(Complementary Course) 
- 'Programa Area A' 
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- '104 ano': 
- 1978/79 (Despacho do SEEBS, 27/7/78'); 
- '114 Ano': 
- 1979/80 (Despacho do SEEBS, 17/8/79'); 
- 1983/84; 
- 'Programa Area C' 
- '104 e 114 Anos 
- 1981/82 (Despacho do SEEJ, 21/7/81'); 
- 'Programa Area D' 
- '104 Ano'; 
- 1978/79 (Despacho do SEEBS, 17/8/78'); 
- '104 Ano ou 114 Ano': 
- 1979/80 ('Despacho do SEEBS, 25/7/79'); 
- 1983/84 
- Propaedeutic year 
- 'Geografia - Ano Propedautico', 1977/78, MEIC, 1977 
- 12th year 
- 'Programa' (Syllabus) 
- `Junho de 1980' 
- 1981/82 
- 1982/83 
- 1983/84 
89 	 The Preparatory Education curriculum included the discipline of Natural 
Sciences. The study of the elements of the climate and other physical 
aspects were prescribed in the syllabuses. 
There are teachers with geographical preparation, teaching this discipline, 
whose content includes mainly physical and biological aspects. 
90 
	 'Despacho Normativo 140-A/78 in Diario do Governo nQ 141-I serie de 22/ 
6/1978'. 
91 	 Decree-Law 491/77 of 23/11/1977. 
92 	 Decree-Law 240/80 of 19/7/1980; 
`Portaria 684/81 de 11/8/1981'. 
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93 	 A Educagao Civica Politecnica nao é uma disciplina no sentido comum da 
palavra. E, antes, urn campo de accoes interdisciplinares onde osconteildos 
prOprios de cada disciplina podem alargar e aprofundar o conhecimento da 
realidade proxima. 0 criterio politecnico que deve caracterizar esta area 
nao obriga ao estudo das tecnicas mas, principalmente, ao conhecimento 
dos principios basicos da producao moderna e do trabalho ern geral. Nao 
é de excluir em certos locais, se isso for possivel a participagao organizada 
dos alunos no verdadeiro trabalho produtivo, dando prioridade ao seu efeito 
educativo.' (Ministerio da Educagao e Investigagao Cientifica, Programas - 
Setimo ano de escolaridade, 1975, p.113). 
	
94 	 Decree-Law 519 - T1/79 of 29/12/1980; 
Decree-Law 217/80 of 9/7/1980; 
`Despacho' 358/80, 22/10/1980; 
Decree-Law 580/80 of 31/12/1980. 
	
95 	 In some schools there was no trained teacher and the candidate was only 
guided by the full-time specialist who was in charge of several other schools 
to whom he/she should also give guidance. 
	
96 	 Decree-Law 150-A/85 of 8/5/1985; 
Decree-Law 412/85 of 16/10/1985; 
Law 8/86 of 15/4/1986; 
Decree-Law 405/86 of 5/12/1986. 
	
97 	 Decree-Law 287/88. 
	
98 	 There was a model of transition for students obtaining a bachelor's degree 
until1989/90. According to that model the education disciplines courses and 
teaching practice took place only after the student had completed a 
bachelors degree course in a scientific specialization. 
	
99 	 In the Faculty of Arts of Lisboa, the curriculum of the first year is common to 
the three bachelors degrees in geography, ('licenciaturas' in 'Geography 
and Regional Planning' variant"Physical Geography'; in 'Geography and 
Regional Planning' variant"Human Geography' and in 'Teaching of 
Geography'). 
In the Faculties of Arts of Coimbra and Porto the curriculum is common to 
the two first years and the curriculum of the 3rd year only differs in one 
discipline. 
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CHG\PII`EM t 
1 	 The source about population used by the researcher, was the DGES. 
However, this data differs from that presented in the Ministerio da Educagdo, 
Gabinete de Estudos e Planeamento, Analise Conjuntural, 1984, p. 52, whose 
source was Calado, A.M. et al., '0 professor em nu meros - ensi no secundario 
- 1981/82 e 1982/83', GEP, 1984. 
The population (the total of geography teachers from the state secondary 
schools) indicated by Calado, A.M., op. cit., is 1547. 
2 	 Again the data presented by Calado, A.M. (1984) differs from the data 
indicated by the DGES as is shown in Table 6.68. 
Table 6.68  
Comparison of data concerning teachers' professional qualifications 
Teachers' professional 
qualifications 
Sample 
Direcgdo-Geral 
do Ensino 
Secundario 
Calado 
F % F % F % 
Teachers with a degree in 
geography and with 
teacher training 	 (a) 
365 49.2 608 40.6 666 43.1 
Teachers with a degree in 
geography but without 
teacher training 	 (b) 
229 30.9 513 34.2 514 33.2 
Teachers without a degree 
in geography and without 
teacher training 	 (c) 
148 19.9 377 25.2 367 23.7 
Not known 9 missing - - - - 
Total 751 100.0 1 498 100.0 1 547 100.0 
(a) 'Professores Profissionalizados'. 
(b) 'Prof essores Eventuais corn Habilitagao PrOpria'. 
(c) 'Professores Eventuais sem Habilitagao Propria'. 
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CHAPTE 
1 	 After 25th April 1974 secondary education was unified and in the 7th year 
of schooling the disciplines of geography and history were withdrawn from 
the curriculum and replaced by the discipline of 'Social Sciences' (see 
Chapter 5, p. 169). 
2 	 The syllabus included the study of eleven topics organized in three groups: 
the first essentially with geographical aspects; the second with economic 
aspects and the third with socio-cultural ones (see Chapter 5, p. 169). 
3 	 The syllabus included only general objectives. 
4 	 Luisa Cortesdo one of the course organizers published in collaboration with 
Arminda Torres two books on evaluation which were very influential on 
teacher training. 
The first of these books was published in 1981. (See bibliography). 
The researcher had a similar experience. In fact interdisciplinarity became 
difficult due to the lack of appropriate teachers' preparation. 
6 	 He had done a master's course in education in the USA. 
7 	 For children that started schooling in 1987-1988 or after, compulsory 
schooling is nine years now 
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G\PPIEMDM  
0 projecto Minerva desenvoive-se nas seguintes vertentes: 
a)"a inclusao do ensinodastecnologiasdainformagao nos pianos curriculares 
do ensino nao superior"; 
b) "a introdugao das tecnologias da informagao como meios auxiliares do 
ensino nao superior; 
c) "a formagao de orientadores, formadores e professores parao ensino das 
tecnoiogias de informagao e para a sua utilizagao como meios auxiliares de 
ensino". 
(Quoted from 'Analise Conjuntural 87 - Serie A: Base de Dados, Estatistica 
e Analise Conjuntural', GEP, 1989). 
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ORGANIZATION OF REFERENCES 
References are organized in two sections: 
1 - References contained in the text. 
2 - Other references not contained in the text. 
The second section do not intend to be seen as a bibliography of all other 
sources not directly quoted in the text that influenced the author, but only include 
some references that are important to the study and can help future researchers. 
Legislation and other primary sources concerning geographical education 
in Portugal are not included since they are indicated for each subject. 
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